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THE EFFECTS OF THE MANY GLOBAL CULTURES PROGRAM 
UPON STUDENTS' GLOBAL CITIZENSHIP 
MEAGHAN McCORMICK MARTIN 
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Major Professor: Scott Seider, Ph.D., Assistant Professor of Education 
ABSTRACT 
This dissertation utilizes qualitative and quantitative methods to examine the 
effects of one school's global education program on particular students' sense of global 
citizenship. The researcher interviewed, observed, and surveyed students in the Many 
Global Cultures Program (MGC) as well as those on the Many Global Cultures Waitlist. 
Morais and Ogden's "Global Citizenship Scale" (20 1 0) was used for the pre and post 
surveys offered at the beginning and end of the academic year. 
Ordinary Least Squares Regression analyses revealed that students participating 
in the MGC program demonstrated statistically significant shifts over the school year in 
the measures of"global knowledge," global political voice," and glocal civic activism." 
Demographic controls such as gender and grade point average did predict students' shifts 
on some measures. Gender was a significant predictor of students' shifts in "global 
justice and disparities" as well as "global altruism and empathy." Also, gender and 
grade point average were demographic controls that were both significant predictors of a 
student's shift in "global interconnectedness and personal responsibility." 
Key qualitative findings include a difference in the way participants in the MGC 
program and students on the MGC Waitlist defined global citizenship as well as the 
vi 
unique sense of "community" students in the MGC program experienced. Many 
participants in the global education class tended to define global citizenship with terms 
such as "action" and "responsibility," while students on the MGC Waitlist often defined 
global citizenship as having knowledge about world events. Participants in the Many 
Global Cultures program also often referenced a feeling of community in their 
classrooms as a result of the multi-leveled structure of the classes. 
The dissertation concludes with implications and recommendations for future 
researchers, future educators, policy makers, and school administrators based on the 
literature presented in Chapter 1 and the findings from the interviews, observations, and 
surveys conducted in the study. 
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Chapter 1: Introduction 
In 1964, Robert and Richard Sherman wrote Walt Disney World's most famous 
song, "It's A Small World," for the New York World's Fair. A seemingly simple song 
for children, it addresses the complicated, mature themes of cultural acceptance, 
commonality, and potential peace. Indeed, the ride at Disney World that now immerses 
its patrons in the words of the song portrays an accepting world with a population of 
unveiled tolerance. Long before the creation of this tune, American citizens were aware 
of the diverse make-up of their country. For generations, teachers taught American 
students terms such as "The Great Melting Pot," and later, "The Great Salad Bowl," 
when studying the make-up of the United States population. Certainly, the need and 
desire to educate our nation's youth about diversity is nothing new. 
But what about teaching our K-12 students ofthe customs, religions, histories, 
and languages that exist in different parts of the globe? Should students have a concrete 
understanding of as many cultures as possible? Should they understand how the actions 
of the United States affect the world, and vice versa? Arguably, these questions have 
never been more important than they are today; the twenty-first century offers 
technological advancements that truly make the world "smaller." If American primary 
and secondary schools do not offer a "global focus," will our graduates and citizens be 
prepared for the world they will enter after leaving the schoolyard? And, arguably more 
important, will they be the kind of people we want to offer the world? Will they be 
understanding and accepting of cultural differences? While the answers to these questions 
are far from simple, and various stakeholders grapple with the importance, design, and 
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role of global education, some American K-12 schools are implementing global 
education programs in English, History, and even science classes. The purpose ofthis 
dissertation is to consider the effects of a particularly promising global education 
program upon participating students' sense of global citizenship. 
The first chapter of this study offers an overview ofthe literature regarding global 
education and global citizenship. In it, readers will learn of the evolution of the terms 
"global education" and "global citizenship." Specifically, readers will see the addition of 
the notion of "action" as a crucial dimension of "global education." Also presented are 
the two main arguments for global education- the competitive argument and the cultural 
awareness argument. Should global education initiatives be implemented in schools to 
make marketable graduates capable of gaining employment in today's world? Or, is the 
purpose of global education to produce globally aware, culturally minded citizens? 
Also in the ensuing literature review, national and local policies regarding K-12 
global education are also discussed in an effort to present a historical context for the 
development and implementation of global education programs in American schools. 
Following the presentation of the definitions of the pertinent terms and the past and 
present political policies, readers will find a report of the empirical research regarding 
schools with globally-focused classes or programs, along with a discussion of where 
global education should be taught. Readers will also find descriptions of Westheimer and 
Kahne's (2004) framework on citizenship, Morais and Ogden's (2010) framework on 
global citizenship, Boix-Mansilla and Gardner's (2007) framework on global education, 
and Boix-Mansilla and Gardner's (2007) framework on teaching global education. All 
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serve as guiding theoretical frameworks on which the present study is built. 
In the Research Design and Methodology chapter, a description of the research 
site as well as the research design is presented. This mixed-methods study utilizes 
qualitative student interviews and classroom observations in addition to quantitative pre 
and post surveys to explore the impact West Orange High School's "Modem Global 
Cultures" program participating students in comparison to their peers in a randomly 
assigned control group. Morais and Ogden's (2010) Global Citizenship Scale is used for 
the pre and post survey administered to students in both the treatment and comparison 
groups.Following the site information about West Orange and West Orange High School, 
a detailed description of the qualitative and quantitative methods is offered as we;; as an 
explanation of how observations, interviews, and pre and post surveys were conducted. 
The three primary sub-measures that make up Morais and Ogden's Global Citizenship 
Scale (Global Civic Engagement, Global Competence, and Social Responsibility) are 
then reported on in greater detail. There, readers will find sample survey questions, as 
well as descriptions of the internal consistency reliability for each measure. In the Data 
Analysis section of the Research Design and Methodology Chapter, I offer a detailed 
description of the analytic strategy for the quantitative surveys as well as the qualitative 
interviews and observations. 
The final portion of the Methodology Chapter includes a description of the 
triangulation of data and issues of validity. In the "Triangulation of Data" section, 
readers will discover how the multiple forms of data collected for this research study 
allowed for comparisons of field notes from global education classes to participating 
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students' explanations and perceptions of those classes. Additionally,, I was able to 
compare and analyze these observations and statements from the qualitative interviews 
with data generated from the pre-post surveys. Finally, the "Issues of Validity" section 
addresses issues related to the validity of the study, particularly my current role as a 
teacher in the MGC program. Here, readers will learn of my involvement in the MGC 
program as well as the steps I took to limit the effects of researcher bias on the study's 
results and findings . 
The Results Chapter is divided into two sections. I first report on the quantitative 
findings- the descriptive statistics and ordinary least squares regression analyses for each 
sub-measure from the Morais and Ogden survey. Then, I report the qualitative findings 
from the interviews with participants in the MGC classes and those on the Waitlist for the 
MGC classes and observations ofthe MGC and non-MGC classes. Quantitative analyses 
revealed the measures "global knowledge," "global political voice," and "glocal civic 
activism" to be statistically significant. That is to say, students participating in the MGC 
program demonstrated statistically significant shifts over the school year in these 
measures in comparison to their peers on the program's wait-list. 
The qualitative findings portion of the Results Chapter describes the recurring 
patterns and themes discovered from the interviews and observations conducted. 
Students stated that particular pedagogical teaching practices, assignments, and course 
designs affected their global citizenship beliefs, attitudes and actions. Because of these 
findings, the qualitative results portion of that chapter is divided into two portions-
"students' beliefs about global citizenship" and "pedagogical practices." In the former 
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portion, readers will discover that students participating in the MGC classes often used 
terms such as "responsibility" and "awareness" and "action" when defining global 
citizenship, while participants on the MGC Waitlist would use such terms as 
"knowledge" and "openheartedness." An in-depth report of participants' responses to 
specific and open-ended questions, as well as desire for travel and current action and 
future plans, is reported. In the "pedagogical practices" section, it is seen that 
participants in the MGC program reported that various teaching practices such as role-
playing activities, current event and speech assignments, and mixed-level classes had a 
strong effect on their global citizenship. Specific quotations from student interviews are 
included in both portions of the qualitative findings section of the Results Chapter. 
The Discussion Chapter turns an analytic lens to the findings included in the 
Results chapter and in-depth discussions of why such quantitative and qualitative 
findings arose. For instance, the three statistically significant measures are again 
considered, and I draw upon the scholarship and frameworks presented in the literature 
review to consider why students may have demonstrated such shifts in their global 
citizenship beliefs, attitudes and actions. I also address in the Discussion this study's non-
significant or null findings and offer data from the interviews and observations as well as 
scholarly research to offer possible explanations for why participants' senses of global 
citizenship did not demonstrate significant shifts on every measure. The final portion of 
the Discussion Chapter is the "Implications" section. There, I consider the implications 
of this study's findings for researchers, educators, school administrators, and policy-
makers and offer suggestions and considerations for the implementation of global 
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education programs similar to that of the Many Global Cultures program at West Orange 
High School (a pseudonym). 
When Robert and Richard Sherman originally penned, "It's a Small World," they 
likely could not have conceived how small the world of the twenty-first century would 
actually be. With the development of the Internet, Skype, Instant Messaging, with the 
vast innovations in flight and travel, and with the expectation of instant information and 
gratification, the world of 1964 does seem quite a bit "larger" and more disconnected 
than the world today. So what should American K-12 schools do about our "shrinking" 
world? How can our schools prepare our students to navigate this smaller planet? A 
portion of the answer to this important question may lie in global education. As this 
dissertation illustrates, global education programs in American schools can have an effect 
on students' senses of global citizenship, and particularly upon their global knowledge, 
global political voice, and glocal civic activism. This dissertation study seeks to make an 
important contribution to the work of both global education practitioners and scholars in 
their important work to prepare American youth for the increasingly interconnected 
world they will inherit. 
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Chapter 2: Review of the Literature 
The following is an overview of the extant research literature on global education 
and global citizenship. I offer definitions of needed terms, arguments for and against 
global education as well as explanations of state and national policies relating to global 
education. In addition, this chapter will address past empirical research on approaches to 
teaching global education and the effects of such instruction on students. Here, readers 
will also find explanations of the frameworks used in this particular study. Later, I 
present relevant scholarship on pedagogical practices used in global education classrooms 
such as the use of current events and role-playing exercises. I also highlight how the 
present study contributes to this existing body of on global education. 
Defining Global Education 
One of the challenges for researchers interested in global education is that the 
terms "global education," "global citizenship," and "global awareness" are used by 
different scholars in different ways (Hunter, 2004). An early definition of global 
education was offered by the Center for Human Interdependence in 1976: 
Global education involves ( 1) the study of problems and 
issues which cut across national boundaries, and the 
interconnectedness of cultural, environmental, economic, 
political, and technological systems, and (2) the cultivation 
of cross-cultural understanding which includes 
development of the skill of 'perspective-taking'- that is, 
being able to see life from someone else' s point of view. 
Global perspectives are important at every grade level, in 
every curricular subject area, and for all children and adults 
(Tye & Tye, 1992, p.87). 
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In this definition, the idea of "perspective taking" lies at the heart of the definition of 
global education. Tye & Tye called for teachers to encourage students to consider others' 
points of view. This definition would expand to include consideration of how the 
decisions of others affect students. And, students would ultimately be urged to consider 
how their own actions and decisions affect those around the world. 
Another scholar, Chadwick Alger defined global education as, "education that 
enables people to make decisions while taking into account the ways in which they are 
affected by a diversity of economic, social, political, military and neutral phenomena that 
link together peoples of the world" (Alger, 1984, p. 3). This definition calls for students 
and teachers not only to take the perspective of others, but also to consider how people's 
way of life around the world could affect their own. 
More recently, the definition of global education grows to include a final "action 
piece" that elicits learners to take an interest in and a responsibility for what occurs in the 
world around them: "Global education emphasizes the unity and interdependence of 
human society, developing a sense of self and appreciation of cultural diversity, 
affirmation of social justice and human rights, as well as building peace and actions for a 
sustainable future in different times and places" (www.globaleducation.edu/au, visited 
July 16, 2013). 
Finally, Veronica Boix-Mansilla and Howard Gardner (2007) offer a defmition of 
global education that characterizes global education as increasing individuals' 
"inclination to place our self and the people, objects, and situations with which we come 
into contact with in the broader matrix of our contemporary world" (p. 58). They 
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characterize effective global education as strengthening global sensitivity, global 
understanding, and global self (Mansilla & Gardner, 2007). 
According to these scholars, global sensitivity refers to whether or not someone 
can acknowledge that what happens in his or her immediate world is caused or affected 
by the greater world experience, while global understanding is one's ability to think about 
the world based on concrete knowledge of what is happening in it (Mansilla & Gardener, 
2007). Finally, the quality of global self speaks to one's "membership in humanity that 
guides our actions and prompts our civic commitments" (Mansilla & Gardner, 2007 p. 
58). While each of the above-mentioned definitions of global education have merit, the 
present dissertation study will draw most heavily upon the conception of global education 
offered by Gardner and Boix-Manilla (2007). Specifically, this study seeks to address 
how the unique global education programming at West Orange High School impacts the 
global sensitivity, global understanding, and global self of participating students as well 
as their conceptions of global citizenship. 
Defining Global Citizenship 
As noted above, another key concept guiding this investigation of global 
education at West Orange High School is global citizenship. Defining global citizenship 
proves just as difficult as defining "global education." In fact, research shows that many 
teachers who instruct classes with global perspectives have trouble defining global 
citizenship or even using the term in class (Rapoport, 2010). One reason for the 
somewhat ambiguous nature of the term is that "citizenship" typically refers to belonging 
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to one particular place or region. As Rapoport elaborates, "the absence of a mutually 
agreed upon definition of global citizenship ... has enabled researches and educators to use 
this term and related term loosely. It is not much of a surprise that this relatively new 
concept has also generated a lot of criticism, much of which is related to its social and 
political aspects" (p. 93). In fact Senator Margaret Dayton explicitly stated, "I would like 
to have American citizens who know how to function in a global economy, not global 
citizens" (Parker, 2011 p.16) 
As noted above, numerous scholars have offered definitions of global citizenship. 
Anderson (1979) characterizes global citizenship as, " ... decisions, judgments, and 
actions through which individuals link themselves to the public affairs of the various 
groups of which they are members (Bragaw, 2001, p.14). In terms ofthe schools' role in 
creating students' citizenship in a global context, Anderson indicates that institutions of 
learning face the challenges of: globalizing the content of education, personalizing the 
methods of education, and internationalizing the social context of education (Bragaw, 
2001, p. 15). Another scholar, Davies (2006), defines a global citizen as someone who: 
* is aware of the wider world and has a sense of their own role as a world 
citizen 
*respects and values diversity 
*has an understanding of how the world works economically, politically, 
socially, culturally, technologically and environmentally 
* is outraged by social injustice 
* participates in and contributes to the community at a range of levels 
from the local to the global 
* is willing to act to make the world a more equitable and sustainable 
place 
* takes responsibility for their actions (Davies, 2006, p. 7). 
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Here, Davies expands Anderson' s earlier definition by adding the notion of responsibility 
and genuine concern or outrage for injustices in the world. 
A third definition of global citizenship is offered by Hunter, White, and Godby 
(2006) as "having an open mind while actively seeking to understand cultural norms and 
expectations of others, leveraging this gained knowledge to interact, communicate and 
work effectively outside one's environment" (p. 277). In this definition, Hunter and 
colleagues explain that dialogue and communication is an integral part of exploring and 
understanding the world. And, one clear goal of global citizenship education is to 
"enable young people to learn about their rights and responsibilities and equip them with 
skills for democratic participation, at all levels, from local to global" (Ibrahim, 2005, p. 
27). 
Though not focused exclusively on defining global citizenship, Westheimer and 
Kahn (2004) offer a useful framework for this study that characterizes three different 
types of citizens; the personally responsible citizen, the participatory citizen, and the 
justice-oriented citizen. The personally responsible citizen is one who takes responsibility 
for his or her community by doing such things as volunteering or donating blood at a 
blood drive. The "participatory citizen," "actively participates in the civic affairs and the 
social life of the community at the local, state or national level" (Westheimer and Kahne, 
p. 241). This citizen differs from those students in the third category, because the justice-
oriented citizen is one whose "critically assesses social, political, and economic structures 
to see beyond surface causes" (Westheimer and Kahne, p. 242). Justice-oriented citizens 
are not only aware of the world around them, but also seek to eliminate social injustices 
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in that world. In the current study of global education programming at West Orange 
High School, Westheimer and Kahne's framework is utilized to investigate how the 
programming impact students' conception of citizenship. 
Although each of the definitions of global citizenship cited above has merit, this 
dissertation study takes as its definition of global citizenship a conceptual framework for 
global citizenship offered by Morais and Ogden (2010) that is made up ofthree parts: 
social responsibility, global competence, and global civic engagement. This study will 
seek to assess the effects of West Orange's global citizenship programming upon 
students' understanding of, and growth along, these three dimensions. 
Social responsibility refers to the learning objective of encouraging students to 
study the rights and obligations of people from all regions of the world (Andrezejewski & 
Alessio, 1999) as well as a feeling of obligation to respond to the needs of citizens 
throughout the world in need of help (Parekh, 2003). Social responsibility contributes to 
the definition of the concept of global citizenship because it encourages students to 
acknowledge situations of injustice and inequity, learn different viewpoints and problem-
solving skills, and understand interconnectedness between local action and global 
consequences (Morais & Ogden, 2010). 
Global competence refers to "one who has knowledge (of current events), can 
empathize with others, demonstrates approval (maintains a positive attitude) and has an 
unspecified level of foreign language competence and task performance (ability to 
understand the value in something foreign)" (Hunter, 2004). A globally competent 
citizen would therefore be able to form opinions about his or her own community, 
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acknowledge the moral responsibility to be concerned for others, and actively attempt to 
cultivate equity among different countries and/or communities (Parekh, 2003). 
Global civic engagement refers to the actions of those students who have 
understood the cultures and histories of the regions studied and internalize what they 
have learned to such an extent that they want to volunteer or participate in global causes 
(Morais & Ogden, 201 0). According to Morais and Ogden, "They [students who are 
civically engaged] construct their political voice by synthesizing their global knowledge 
and experiences in the public domain and they engage in purposeful local behaviors that 
advance a global agenda" (p. 4). Put another way, students are engaging globally if and 
when they willingly volunteer to help further global causes. As noted above, Moraise 
and Ogden's (20 1 0) tripartite definition of global citizenship serves as the conceptual 
framework for the present study. The analytic strategy for assessing participating West 
Orange students' growth and development along these dimensions is offered in Chapter 
3. 
Arguments For and Against Global Education 
While many educators, parents, and teachers support the idea of a globally 
focused curriculum, there are others who argue that there are other, more significant 
issues on which to focus than global awareness. The following section of this literature 
review addresses the arguments both for and against the implementation of global 
education initiatives in K-12 American schools. 
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The Competitive Argument 
In making the case for global education, Wagner (2008) asserts that there is a gap 
between what is taught in the "old world" oftoday's schools and what is desired in the 
"new world" oftoday's workplace (Wagner, 2008). Among the skills deemed essential 
for students to possess in order to become successful in the workplace are critical 
thinking and problem solving, collaboration across networks and leading by influence, 
agility and adaptability, initiative and entrepreneurialism, effective oral and written 
communication, accessing and analyzing information, and curiosity and imagination 
(Wagner, 2008). While all of these categories apply to global education, one might argue 
that the most direct link between these skills and global education is Wagner's emphasis 
of collaboration across networks and leading by influence. As noted by The Partnership 
for Twenty First Century Skills (P21 ), "A profound gap exists between the knowledge 
and skills most students learn in school and the knowledge and skills they need for 
success in their communities and workplaces. To successfully face rigorous higher 
education coursework, career challenges and a globally competitive workforce, U.S. 
schools must align classroom environments with real world environments by fusing the 
three Rs [reading, writing, arithmetic] and four Cs [communication, collaboration, critical 
thinking, creativity] " (www.p21.org). 
The stakeholders who tend to align with the competitive argument are often the 
business leaders, parents, and students who ultimately want to employ and be employed. 
For example, Cisco CEO Annmarie Neal has explained: 
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Collaboration is an essential skill for us. Command-and-
control leadership style is becoming less and less valued in 
organizations. People have to understand the importance of 
working fluidly and across boundaries. As organizations 
become more global, the ability to work fluidly around the 
world is a competitive advantage: understanding how to 
leverage the globe, time zones, where the work can best be 
done, where the are skills that best match the task, either 
because of the culture or the training (Wagner, 2008, p. 23). 
With CEO's of high-power corporations looking for employees with such skills, districts 
are beginning to reconsider the curricula in their schools in order to ensure that they are 
preparing students for the working world they are about to enter. This dissertation study 
will consider the "competitive argument" by investigating how West Orange students 
participating in global education programming see themselves now, and how they 
therefore see themselves within a global context. 
The Cultural Awareness Argument 
Recent surveys by National Geographic and the Asia Society have found that 
American students greatly lack in their knowledge of current events and geography, with 
many college-bound students unable to locate countries such as Afghanistan, Iraq, or 
Israel on a map (Levine & Wojcicki, 2010). And, in Educating Citizens for Global 
Awareness (2005), Nel Noddings reported '"Among wealthy nations, Americans stand 
out for their sense of cultural superiority. Six in ten people in the United States agree 
with the statement; ' Our people are not perfect, but our culture is superior to others"' 
Noddings, 2005, p. xiii). Each of these findings can be considered concerning if one 
agrees with the observation that, "our nation' s welfare has become more and more 
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closely tied to the welfare of other nations and, indeed, to that of the entire planet and its 
five interconnected systems: economic, environmental, political, cultural and 
technological" (Tye & Tye, 1992, p. 6). 
Many educators view such interconnectedness as the most important reason for 
implementing global education programs throughout the United States (Wagner, 2008). 
They agree that, yes, teaching global awareness will help graduates get hired, but that is 
not nearly as significant as graduating students who know and care about the world in 
which they live. Kathleen Ennis, former executive director of Primary Source, an 
organization that provides professional development opportunities for teachers wishing to 
increase global understanding in the classroom, speaks to the frustration some teachers 
feel when only the competitive argument for global education is discussed when she says, 
"We had one class ofteachers here [at Primary Source] and they grew surprisingly 
frustrated when the topic of getting students jobs came up. They said things like, 'Well 
what about creating peace?' and 'What about the fact that teaching global education is the 
right thing to do?"' (K. Ennis, personal communication, October 25, 201 0). In short, 
educators such as those described by Ennis support global education out of a beliefthat it 
strengthens students' cultural awareness. 
Another scholar, Bickmore, supports the cultural awareness argument for global 
education out of a belief that global education can contribute to peace-building efforts. 
As Bickmore (2009) explains, "Only a radically different education can adequately speak 
to the world our young people already live in, and the roles that can play to ensure a 
sustaining peace today and tomorrow" (p. 270). Just as the teachers in the Primary 
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Source classes echoed the importance of global education on future world peace, other 
scholars are also cognizant of the impact international perspectives on education could 
positively have on K -12 American students. Bickmore says of secondary students: 
"Global education is a crucial element of education for peace-building citizenship 
because it responds to the global dimensions of conflict and insecurity . .. and prepares 
them to make responsible and effective choice in light of those global dimensions" (p. 
285). Clearly, the competitive argument is compelling, but not the only reason 
stakeholders have for the potential implementation of global education in American 
schools. This study will explore the effects of global citizenship programming on West 
Orange students' global awareness. It will address whether students participating in a 
specific global education curriculum view the importance of global awareness and 
appreciation of other cultures around the world differently from those in the same school 
who are involved in a more traditional, non-global curriculum. 
Patriotism vs. Cosmopolitanism 
The discussion and debate over education that promotes patriotism and education 
that questions American foreign policy and international relations is also central to the 
dialogue surrounding global education. In a 2010 interview, Charlotte Mason of the 
China Exchange Initiative expressed her belief that the Social Studies/History section of 
the Massachusetts Comprehension Assessment System (MCAS) should pose questions 
about American's involvement with other nations throughout history. Specifically, she 
and her fellow globalists wanted students to understand how America affected other 
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nations through international affairs, and how, in turn, America was consequently 
affected. 
Those who argued against placing such questions on the MCAS stated that while 
America's interaction with other nations was important, American students needed to 
know and understand American history before applying it to their understanding of the 
rest of the world. Mason admits that this is a strong argument and that it is problematic 
how little American students know about their own nation's history. But, she quickly 
follows this by asking why it has to be "one or the other?" Globalists such as Charlotte 
Mason wonder why American schools cannot teach American history and its relation to 
world issues. 
Similarly, the state of North Carolina recently pondered changing its Social 
Studies curriculum to have a more global focus . Streich (2010) reported that North 
Carolina considered changing the ninth and eleventh grade History curriculum to ensure 
that high school students would have a global context, suggesting that Global Studies 
take the place of 9th grade World History. The district received backlash from citizens 
that global education might replace the more traditional course load. Steich argues that, 
"Any Global Studies course worth its salt must rely upon the cause and effect approach 
of past history, multi-polar civilizations and bi-polar civilizations (The Cold War) . 
Without that knowledge, students in a Global Studies course are at a disadvantage. 
Global issues are important, but, according to Terry Stroop ofthe John Locke 
Foundation, not at the expense of American History" (Streich, 2010, p. 1). 
There are also scholars and policy-makers who have argued against the 
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importance of fusing global education into the K -12 curriculum. In Kenneth Tye' s 
chapter "A History of the Global Education Movement in the United States," (2009) the 
author describes Colorado legislator Thomas Tancredo's adamant opposition to the 
implementation of global education initiatives throughout Colorado, and even the United 
Sates. The result of his hesitations about global education led to Gregg Cunningham's 
report, "Blowing the Whistle on Global Education" (1986). In it, Cunningham "charged 
CTIR [Center for Teaching International Relations] with having a liberal bias that 
fostered 'capitulationist' attitudes, moral relativism, and a 'hard left' 
agenda .... Conservatives in some communities accused teachers of 'promoting 
communism, atheism, and anti-American ideas"' (Tye, 2009, p. 18). As a result of 
Tancredo and Cunningham's attitudes against global education, enough fear of what may 
come out of global education developed, that "at the April 15, 1986, Pro-Family 
Conference in Colorado, Tancredo noted William Coors's remark, 'If they do not 
disenfranchise the Center for Teaching International Relations, I'm resigning as a 
member ofthe Board of Trustees, and I'm withdrawing all financial Support from the 
University ofDenver'" (Tye, 2009, p. 18). 
Tye offers an additional example ofthose critical of global education when he 
explains Eagle Forum writer, Phyllis Schlafly' s 1986 article, "What is Wrong with 
Global Education?" In it, Schlafly "criticized global education for eliminating patriotism, 
promoting moral equivalence, imposing particular worldviews, brainwashing, charging 
teachers that their curricular infusion techniques amounted to 'indoctrination-by-
deception"' (Tye, 2009, p. 19). 
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This discussion of the loss of "patriotism" is a significant aspect to the debate 
surrounding global education. Many administrators and policy makers question what will 
be eliminated from a curriculum if global education is added (Rapoport, 2009). They 
worry that adding too many globally-focused issues will result in students' loss of 
patriotism- "patriotism is a manifest in the collective rituals that express pride in one's 
country" (Banks, et. al., 2005, p. 25). However, others argue that global education offers 
a useful challenge to this traditional definition of patriotism (Apple, 2002; Branson, 2002; 
Nussbaum, 1994). Specifically, some scholars argue that a more appropriate definition of 
patriotism should call for acceptance of human rights for all citizens ofthe world (Ahmed 
and Szpara, 2005). This notion is referred to as "cosmopolitanism," the belief that all 
humans belong to one community based on a sense of morals. In fact, one definition of a 
"cosmopolitan" is "a person who is free from local, provincial, or national bias or 
attachment; citizen of the world" (dictionary.com visited August 26, 2013). One ofthe 
most acclaimed cosmopolitanists, K . Appiah, clarifies this definition, when he explains 
the two "strands" of cosmopolitanism: 
One is the idea that we have obligations to others, 
obligations that stretch beyond those to whom we are 
related by the ties of kith and kind, or even the more formal 
ties of a shared citizenship. The other is that we take 
seriously the value not just of human life but of particular 
human lives, which means taking an interest in the 
practices and beliefs that lend them significance" (Appiah, 
2006, p. xv). 
Proponents of cosmopolitanism offer another argument in favor global education. 
In Hilary Landorf's chapter, "Toward a Philosophy of Global Education," 
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cosmopolitanism is characterized by allegiance to the world (Nussbaum, 2002) and the 
belief that "every human being has obligations to every other human being" (Landorf, in 
Kirkwood-Tucker, 2009 p. 61). While this may seem to be the promotion for a 
generation of "students without a country," that is not the case. In "Cosmopolitanism and 
global citizenship," Parekh (2003), advocates for the fostering of a globally oriented 
citizen. According to Parekh: 
... a globally oriented citizen has a valued home of his own, 
from which he reaches out to and forms different kinds of 
alliances with others having homes of their own. Globally 
oriented citizenship recognizes both the reality and the 
value of political communities, not necessarily in their 
current form but at last in some subtly revised form, and 
calls for not cosmopolitanism but internationalism. (Parekh, 
2003, p. 12). 
This concept may be more attractive to those concerned with a lack of patriotism; if 
schools strove to create globally oriented citizens, they would not be fostering students 
who lack an understanding of a their homeland, but rather young adults with a deep sense 
of home and a desire to help their fellow man from other "homes." 
Core Knowledge vs. 21st Century Skills 
Another argument for global education focuses on what have become known as 
21st century skills (www.p21.org). In the decades leading up to the turn of the 
millennium, scholars and politicians alike questioned what the twenty-first century would 
bring, and how to prepare for it in the most effective ways possible. Not surprisingly, 
many looked at schools as one of the most important venues for such preparation. Now 
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upon us, the twenty-first century offers an interconnected, interdependent world that 
demands us to work for and with people across the globe. The skills taught during the 
Industrial Age were quite different from the skills needed today (Wagner, 2008). And 
many argue that while schools certainly try to create the most beneficial and challenging 
courses, they are simply not yet designed to help students learn the skills needed in the 
new millennium. 
As Trilling & Fadel (2009), point out, the goals of education in the Industrial Age 
were to "learn the past knowledge of a trade, craft, or profession and pass this on to the 
next generation [and to] maintain one's culture and values amid a diversity of traditions 
in urban life" (p.l5). Today, the goal of education is to: 
quickly learn traditional knowledge in a field and apply its 
principles across other fields to create new knowledge and 
innovations, build identity from and compassion for a wide 
range of cultures and traditions, participate in a wide 
diversity oftraditions and multicultural experiences, [and 
to] blend traditions and global citizenship into new 
traditions and values to pass on (Trilling & Fadel, 2009, p. 
15). 
Clearly the focus has changed, so a new set of skills must also have developed. 
It is important to distinguish the difference between twenty-first century skills and 
global education because these terms are sometimes erroneously used interchangeably. It 
would be more accurate to characterize global education as programming that 
incorporates twenty-first century skills to create open-minded, culturally-respectful 
students who are comfortable with multicultural groups and who are aware of the world's 
interconnectedness. 
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Just as Wagner (2008) discussed the need for collaboration across networks, "The 
Partnership for Twenty-First Century Skills" or "P21," addresses the necessary skill of 
social and cross-cultural skills. Students should be able to not only work independently, 
but more importantly in diverse teams. And, specific goals of P21 include preparing 
students to, "respect cultural differences and work effectively with people from a range of 
social and cultural backgrounds [and] leverage social and cultural differences to create 
new ideas and increase innovation and quality of work" (Partnership for 21st Century 
Skills, Life and Career Skills). These objectives are directly related to the concept of 
global education, for globally-focused classrooms are aware of the histories and 
backgrounds of various cultures and are encouraged to interact and communicate with 
people from around the globe. 
Massachusetts Secretary of Education, Paul Reville, agrees that such skills require 
a higher level of thinking. In a 2008 "Report of the Task Force on 21st Century Skills," 
Reville speaks to the very issue James Gass ofthe Pioneer Institute, a Public Policy 
Research Think Tank in Boston Massachusetts, discussed- the ways to advance 
Massachusetts ' s students even more. However, while Gass thinks that 21st Century Skills 
will take away from academics (J. Gass, personal communication, November 15, 2010), 
Reville views the adoption of 21st Century Skills as a natural and advanced way to 
continue the progress Massachusetts has seen in the last few decades. "We 
[Massachusetts] can do better. Some apparently think that various tools of education 
reform, our standards, our assessments and our accountability systems, are so highly 
perfected and successful in their efforts that they should be regarded as sacrosanct, but 
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we disagree. We can do better. We must do better. Doing well is not good enough" 
(Massachusetts Department of Elementary and Secondary Education, Report of The Task 
Force on 21st Century Skills, 2008). 
There are, however, many critics and skeptics of 21st Century Skills. Some policy 
analysis and education leaders would agree with Diane Ravitch who, in a 2009 article for 
the Boston Globe, stated, "The latest fad to sweep K-12 education is called '21st Century 
Skills"' (Ravitch, 2009). In this article, Ravitch outlines many of the trends American 
education has seen since as early as 1911 which focus less on knowledge and more on the 
"project-method" and other "fads" (Ravitch, 2009). 
It is not only educational heavyweights like Diana Ravitch who question 21st 
Century Skills. In a press release from The Pioneer Institute, the Institute reported that a 
large group of educators, including American Federation of Teachers President, Randi 
Weingarten, former Boston University President, John Silber, and the Democrats for 
Education Reform co-founders, Kevin Chavous and Whitney Tilson reported that they, 
" ... are concerned that P21 promotes an approach to teaching skills that supplants 
education in core learning areas such as history, science, and foreign language [and that] 
there is growing pressure on our schools to reduce time spent on these disciplines and 
subjects to make more room for what is now called '21st century skills" (Elias, 2009). 
Clearly, those stakeholders concerned with the 21st Century Skills are by no 
means against students thinking critically or possessing cultural awareness. They do not 
wish for students to simply memorize dates, facts, and figures and never actually think 
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about what they have learned. Rather, these skeptics of 21st Century Skills believe that 
21st century proponents: 
have ignored what matters most. We have neglected to 
teach them [students and teachers] that one cannot think 
critically without quite a lot of knowledge to think about. 
Thinking critically involves comparing and contrasting and 
synthesizing what one has learned. And a great deal of 
knowledge is necessary before one can begin to reflect on 
its meaning and look for alternative explanations" (Ravitch, 
2009). 
James Gass, the Director of the Center for School Reform at the Pioneer Institute, 
elaborated in a recent interview on why states, particularly Massachusetts, should not 
adopt 21st Century Skills. He echoed the criticisms of Ravitch and reminded the 
interviewer that Massachusetts has "the undisputed best K-12 schools in the country" in 
large part due to the core knowledge and academic emphasis to which Massachusetts 
students are subjected. Pointing to the success students in Massachusetts have had on the 
SAT, TIMMS, and MCAS, Mr. Gass wants to know why leaders in education in 
Massachusetts would suddenly want to change their focus from content knowledge to 
skills if past practice seems to be "working" (J. Gass, personal communication, 
November 15, 2010). 
Mr. Gass explained that despite the success of Massachusetts's public schools, not 
all of the Commonwealth's schools are equally successful, particularly those with large 
immigrant and minority populations. For those schools, he argues, the "unpopular rote 
and mundane" lessons found in more traditional school settings are essential. 
Interestingly, Mr. Gass did speak to the "either-or" question of skills and content 
knowledge; he noted that he was well aware of how many supporters of 21st Century 
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Skills and, by extension, global education, argues that skills and academics do not have to 
be mutually exclusive. He believes that while the skills outlined in Partnership for 21st 
Century Skills would be ideal, there are more pressing issues in education. And, 
therefore, he believes that a solely academic approach is necessary. 
Although few scholars characterize themselves as "against" global education, 
there are many policy-makers, parents, politicians, and teachers who argue that 
globalization should not be the main focus of curricula in American schools. Such 
stakeholders argue for what they call a more "knowledge-based" (Hirsch, 2008) 
curriculum, one that focuses on information tested on standardized tests, to guarantee that 
students will be prepared for the high-stakes exams they will eventually take. When 
discussing the reasons why global education initiatives are not unanimously embraced, 
Charlotte Mason explains that there exists a population of educators who call for more 
rigor in American schools. Such educators view global education as "soft skills," rather 
than the more challenging, traditional skills taught in the "hard sciences." Mason 
discusses how these teachers and policy-makers talk about "STEM"- science, 
technology, engineering, and math. They worry that if a global spin on education is 
adopted, then the sciences will be "watered down." If this happens, they argue, instead of 
strengthening American students, we will be doing the exact opposite; they worry that we 
would be further weakening their chances of getting jobs and being seen as competitive, 
competent citizens (C. Mason, personal communication, November 1, 2010). 
Leaders in education such as E.D. Hirsch and Diane Ravitch have cautioned 
Americans not to abandon the core information students need to know in exchange for a 
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way of thinking (Ravitch, 2009; Hisch, 2009). These scholars are leery of programs or 
initiatives that could water-down students' educational experience for such "fads" 
(Ravitch, 2009) as 21 51 Century Skills or even, global education. In fact, E.D. Hirsch 
stated, "The P21 idea is that once you acquire [these skills], they are all-purpose muscles. 
That error is fundamental, and it is fatal." Hirsch, like other educators who are skeptical 
of blindly adopting the call for Twenty-First Century Skills, argues "students become 
proficient critical thinkers only by gleaning a broad body of knowledge in multiple 
content domains" (Sawchuk, 2009, p. 3). 
They represent a set of problem stakeholders who are equally interested in and 
dedicated to the education of our nation's children and should not be ignored by 
globalists or policy makers interested in implementing global perspectives on disciplines. 
Therefore, it would be inaccurate to pit globalists, the teachers, parents, administrators, 
and even students who support global initiatives and policies, against those calling for 
rigorous curricula in schools. To the contrary, globalists do want difficult, challenging, 
appropriate courses and lessons at every level of the American school system. They want 
difficult, challenging, appropriate courses that focus on or include global issues. 
Globalists argue that global issues and rigor are not, nor should they be, mutually 
exclusive. They encourage schools to see global initiatives not as something they need to 
do in addition to the lessons and objectives, but rather as a way in which to teach the 
students. As Julia de la Torre, Executive Director of "Primary Source," states, "Global 
education is in no means in place of anything. It is rather a way of teaching the materials 
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many educators already teach" (J. de la Torre, personal communication, October 25, 
2010). 
The study in this paper will address what effect, if any, global education in one 
specific curriculum, has had on students ' desire to participate in globally-focused issues 
both home and abroad. Responses gathered from interviews and notes taken during 
classroom observations will indicate what, if any, core knowledge was taught and which 
Twenty-first Century Skills were encouraged and implemented. 
State and Federal Policy on Global Education 
In Massachusetts, largely due to The Global Education Advisory Council and 
Representative Kay Khan's efforts to establish a formal policy on global education 
throughout the state, The International Education Initiative Chapters 123 & 168 ofthe 
Acts of 2006 were approved by the state legislature. The Global Education Advisory 
Council ' s purpose is to, "advise the Board of Education on matters relating to the 
instruction, curriculum and assessment of global studies in Massachusetts K-12 public 
schools. Its work is informed by the Curriculum Frameworks and the Massachusetts 
Comprehensive Assessment System as well as local, national and international trends in 
global education" (The Board of Education Advisory Councils, 2010, April 16). This 
group of teachers and globalists recognized the need for the Department of Elementary 
and Secondary Education and the state to acknowledge the need for global education in 
the commonwealth' s public schools. 
According to Chapter 123 and 168 of the Acts of 2006 would: 
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The law creates granting opportunities for schools currently 
engaged in or interested in developing international and 
global education programs and increased foreign language 
classes as well as rewards and recognition for schools' 
performance. 
The law requires the Governor to annually designate the 
third week in November as International Education Week. 
The law established an International Education and Foreign 
Language Fund to fund and encourage the infusion of 
international perspectives into public education in 
Massachusetts. The funding would enable school districts 
to provide teacher training, curriculum development, 
foreign language classes, exchange programs and other 
activities that advance cultural awareness. The fund is 
administered by the Department of Education (International 
Education Initiative, 2006). 
The legislation was "passed in sections," and therefore appears in more than one Chapter 
ofthe General Laws. The "Act Establishing Certain Educational Funds" portion of the 
law reads: 
Section 2VVV. (a) There shall be established ... a separate 
fund to be known as the international education and foreign 
language grant program fund, hereinafter referred to as the 
international education fund, to which shall be credited any 
appropriations, bond proceeds or other 
monies.. .. Amounts credited to the international education 
fund shall be used by the commissioner of education, in 
consultation with the chairman of the board of higher 
education, and the global education advisory council to 
carry out the purposes of subsection (b). 
(b) The public purpose of the international education fund 
shall be to increase the number of Massachusetts students, 
teachers, administrators and education policymakers 
participating in international studies, international exchange 
programs, and other activities that advance cultural 
awareness and promote mutual understanding and respect 
for citizens of other countries ... [T]he Commissioner of 
Education shall employ the international education fund in 
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support of programs and activities that advance cultural 
awareness, including the awarding of grants to local or 
regional school districts that use the funds to support 
international education programs and promote the study of 
foreign languages, including programs that establish 
foreign language and two-way bi-lingual education classes, 
teacher training, and curriculum development to encourage 
students, teachers, administrators and educational policy 
makers to participate in international studies, international 
exchange programs and other activities. (Chapter 168, of 
the Acts of 2006). 
In 2008, the International Education Initiative Chapters 123 &168 of the Acts of 
2006 granted one million dollars to help implement such global education programs in 
the state. However, due to the economic crisis, the budget that promised one million 
dollars to global education needed to be ratified. The allotted million was eventually 
given to the Department of Labor- the rationale being that the leaders of that Department 
should ultimately share some interests in global education, as they will ultimately have to 
deal with the products of the education- the students. Mr. Villaruz, Representative Kay 
Khan's Chief of Staff, remembers that, at the time, many companies were particularly 
interested in global education. AIG in particular, was very supportive of any law that 
encouraged the study of globalization and foreign language, because so many of AIG's 
employees needed to travel abroad on a regular basis. It, and many other companies, saw 
funding in global education as an investment in its future employees. 
Charlotte Mason, a member of The Global Education Advisory Committee, 
reminds globalists how important having such a law "on the books" is. While she was 
admittedly disappointed when the funding was not available any more, she explains that 
this was a "huge step in the right direction." The need for global education was not only 
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considered, but also validated with the passing of this law. Representative Khan still 
believes that in order for Massachusetts to stay ahead, "its children must have a global 
sense" (D. Villaruz, personal communication, November 15, 201 0). In short, supporters 
of these chapters believe when the money is available, global education should get it. 
Other educational groups also believe in the need for global education policies. In 
their January 2008 position paper, "Global Education: A Call To Action," nineteen 
current and retired superintendents of the Massachusetts Association of School 
Superintendents outlined exactly why they believe global education is important to 
today's students, and what students, the Department of Education, and even businesses 
can do to ensure global education is a valued part of the curriculum. They claim: 
Global education is critically important to the future of 
Massachusetts and the entire country: the global society is 
already upon us. The electronic connectivity of the world's 
populations, the portability of work, the participation of 
low-wage workforces in the world economy, and the 
consequences of conflict among nations must capture the 
attention of our nation's leaders and our schools. It matters 
less whether one's interest in the topic has to do with 
competitiveness, or world peace. What matters is that 
public schools adequately prepare our students to live in a 
global society. It is our duty as educators to continue to 
sound the alarm and remind everyone that we must educate 
students for their future, not our past. Working together, 
school districts, government at all levels, the Department of 
Education, and business leaders, have what is needed to 
make a difference. The Massachusetts Association of 
School Superintendents offers this position paper as a call 
to action. (Global Education: A Call To Action, 2008). 
It is evident that many school leaders throughout the state of Massachusetts care deeply 
about the role of global education in their school system. They encourage students to do 
such things as "pursue a demanding academic program that includes world history, 
32 
government, geography, and economics as well as full sequences of English and 
mathematics [and] study a foreign language through senior year in high school" (Global 
Education: A Call To Action, 2008). The Superintendents' Association's discussion of 
what students should do to ensure a global experience and sense of awareness leads to the 
next group of stakeholders- the students themselves. 
It is important to remember students when implementing new policies. And, 
some administrators look for student input such as West Orange Public Schools' former 
superintendent Jack Elder. Placing great emphasis on preparing students for 2020, the 
administrative board invited a group of twelfth grade students to explain what they 
viewed as the most effective, helpful, memorable, and important courses they took and 
experiences they had in their twelve years in the city's schools. Students from all 
academic levels, and all demographics unanimously stated that the most important and 
fruitful experiences and classes were the study-abroad opportunities and the global 
classes in the high schools, citing a desire to be well-informed on world issues and how 
to become involved. As a result, West Orange concluded that there existed a need for a 
more "permeable campus," one that could allow students to explore how their world is 
related to that of the people around them and those far away from Boston (C. Mason, 
personal communication, November 1, 2010). 
National Policy 
There has also been policy at the national level aimed at promoting global 
education programming and initiatives In President Clinton's (2000) "Memorandum for 
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the Heads of Executive Departments and Agencies Subject: International Education 
Policy" (Office of the Press Secretary, April19, 2000), the President outlined why the 
United States needed formal legislation regarding such issues in education. The 
Memorandum emphasized how an International Education Policy would help to prime 
Americans for the greater world and make America appealing for international leaders. 
The Memorandum reads: 
It is the policy of the Federal Government to support 
international education. We are committed to: 1. 
encouraging students from other countries to study in the 
United States 2. promoting study abroad by U.S. students; 
3. supporting the exchange of teachers, scholars, and 
citizens at all levels of society; 4. enhancing programs at 
U.S. institutions that build international partnerships and 
expertise; 5. expanding high-quality foreign language 
learning and in-depth knowledge of other cultures by 
Americans; 6. preparing and supporting teachers in their 
efforts to interpret other countries and cultures for their 
students; and 7. advancing new technologies that aid the 
spread of knowledge throughout the world (Office of the 
Press Secretary, April19, 2000). 
While this policy as delineated is important, calling for the Secretary of State and the 
Secretary of Education to enhance international education programs, study abroad 
programs, and enrollment of international students, it says little about the implementation 
of global education programs at the K-12 level. Exchange programs in college are 
important and effective experiences, but will they be as effective if the students have not 
had global education as the focus of there schooling since their elementary years? The 
Memorandum does state: 
The Secretary of Education and the heads of other agencies, 
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in partnership with State governments, academic 
institutions, and the business community, shall strengthen 
programs that build international expertise in U.S. 
institutions, with the goal of making international education 
an integral component of U.S. undergraduate education 
and, through graduate and professional training and 
research, enhancing the Nation's capacity to produce the 
international and foreign-language expertise necessary for 
U.S. global leadership and security (Office of the Press 
Secretary, April19, 2000). 
Clearly, this memorandum indicates the awareness of the federal government ofthe 
importance of investing in global education initiatives; however, that investment is not 
specifically targeted at policy for K-12 schooling. 
The current Obama Administration has been more explicit about the importance 
of global education programming at the K-12 level. Specifically, the office of 
International Education Programming Services (IEPS) is designed to help K-16 
educational institutions create better global understanding and "intercultural literacy" in 
our nation's schools. Specifically. 
Colleges and universities are working with teachers across 
the United States, preparing them through pre-service 
education, in-service professional development 
opportunities, and curricular resources that allow them to 
incorporate global perspectives into their classrooms. These 
K -16 partnerships facilitate curricular innovation and 
quality teaching-- key objectives of the NCLB Act. They 
help to ensure that the main goal - access to high quality 
education for all students -- is achieved (Office of 
Postsecondary Education, Educating for Success in 21st 
Century: K -16 Partnership in Education). 
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Through this office, the Obama administration has created a specific government 
program that includes 14 international education programs benefiting students and 
teachers through research, fellowships, and training on the areas of foreign language and 
global studies. Such educational policies and organizations represent an important step in 
prioritizing global education at the K-12level. This current dissertation seeks to support 
these policy efforts by providing empirical research on the effects of such global 
citizenship programming at West Orange High School. This study examines what West 
Orange teachers are doing on a daily basis to implement global education programs in 
their lessons; what West Orange students are learning; and how this programming is 
impacting participating students' sense of global citizenship. 
Teaching Global Education 
In this section, I document the debate over where global education should be 
implemented as well as present pertinent information regarding the pedagogical practices 
of teaching global education. I also include an explanation of Gardner and Boix-
Mansilla's (2007) theoretical framework for guiding teachers' thinking of and teaching 
global educational programs. Here, I also present existing empirical research on past 
studies of global education programs, and I explain how the present study adds to that 
growing body of literature. 
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Theoretical Framework 
According to Gardner and Boix-Mansilla (2007), many teachers want to help 
students understand their place in the world and believe that global education is a tool for 
doing this, but are still uncertain of how to proceed. These scholars explain: 
.. . teaching globalization places students at the center of 
contemporary debates - the immediacy of which they begin 
to recognize in the products they purchase and the 
newsstands they walk past. Globalization is in the air, and 
by treating it explicitly as a phenomenon for exploration, 
students learn to recognize the symptoms of a changing 
planet. They reflect on their experiences outside of school 
with the aid or conceptual tools and perspectives that 
challenge or expand their initial commonsense intuitions. 
Teachers in our group recognized the opportunity to 
enhance the contemporary relevance of their curricula. 
Although exciting, designing quality instruction about 
globalization presented abundant pedagogical conundrums 
(Mansilla & Gardner, 2007, p. 52). 
One may wonder what "pedagogical conundrums" such instruction might cause. 
Mansilla and Gardner explain how many teachers in their Harvard University Project 
Zero study voiced frustrations about just how difficult globalization is to define, let alone 
teach to school children. The teachers wondered, "What about globalization, exactly, 
was worth teaching and why?" (Mansilla & Gardner, 2007, p. 52). In an effort to answer 
this question and help teachers to frame their discipline and content area, Mansilla and 
Gardner (2007) established a conceptual map with four areas. The four areas in which to 
help teachers conceptualize globalization are: economic integration, environmental 
stewardship, cultural encounters, and governance and citizenship (p. 52). Economic 
integration focuses on the idea of the consequences and benefits of the changing world 
economies, while environmental stewardship addresses the condition ofthe global 
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environment and how to protect it. Cultural encounters relates to the topic of how 
countries, communities, and smaller groups interact and ultimately share ideas and goods. 
Finally, governance and citizenship emphasizes inter-governmental strife and awareness 
of human rights around the world. Recall, that this study draws upon Boix-Mansilla and 
Gardner's definition of global education in its investigation of the Global Education 
program at West Orange High School. This study will also draw upon these scholars' 
framework for the teaching of global education in its investigation of the pedagogy and 
practices through which West Orange teacher seek to carry out this global education 
programming. 
Previous Empirical Research 
There is also a small but growing body of empirical research on global education 
efforts in K-12 schools. The International Studies Schools Network (ISSN), created by 
the Asia Society and charter authorities, offers students of urban and rural communities 
the opportunity not only to improve their academic grades and test scores, but also to 
study globalization and international culture on a daily basis. The Asia Society webpage 
boasts that ISSN schools showed better academic achievements than non-ISSN schools in 
many grade levels of English, math, social studies, and science 85% ofthe time. 
(International Studies Schools Network, May 29, 2009). If statistics point to success in 
schools with the global focus, policy makers and educators can analyze these institutions 
to see if it is feasible to replicate their practices in more schools around the country. 
However, little empirical research exists on the benefits or ramifications of global 
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education on adolescents' global citizenship. Yet, the Asia Society also offers data that 
proves that schools focusing on global education can help to narrow the national 
achievement gap when it boasts that school such as: 
[The] Henry Street School, which serves a 100% low-
income and minority student population, and twice the 
district average of special education students, graduated 
80% of its students in four years, compared to the New 
York City average of 50% graduation rate. (International 
Studies Schools Network, August 26, 2013). 
There has been research on the effects of specific citizenship education programs' 
impact on participating students. For instance, a number of qualitative and quantitative 
studies have examined the Facing History and Ourselves program (Brabeck & Kenny, 
1994; Fine, 1991; Selman, 2001). Founded in the mid 1970's, the Facing History and 
Ourselves program strives to teach students about major historical events and reflect on 
how these events affect and relate to contemporary issues. Interested in how such a 
program could either positively or negatively affect students' understanding of the world, 
scholars researched the students' participating in the program. Researchers concluded 
that this program had positive effects on students. Specifically, Brabeck & Kenny (1994) 
surmised that, "discussions about violations of human rights, as presented in the Facing 
History and Ourselves Curriculum, contribute to the development of moral reasoning 
while not negatively impacting on students' psychological well-being (Brabeck, et all, 
1994). Another study (Selma, Shultz, & Barr, 2001) concluded that students participating 
in the Facing History and Ourselves program showed decreased self-fighting reports and 
racist attitudes, but increased relationship maturity. 
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Other programs have also been established to encourage understanding of human 
rights and civil liberties in an effort to produce more knowledgeable global citizens. One 
such program is the Model United Nations. Designed to educate students about 
international relations, current events, and world events, this program includes the 
simulation of United Nations summits. Mcintosh (2001) has found that, "the excitement 
generated by the Model United Nations can be a key for opening the world to students 
who might otherwise have drifted through the mandatory introduction to international 
relations. The process of student teaching student, both within and across courses, is 
beneficial for the experienced student and the novice alike, encouraging peer interaction 
and cooperative learning" (Mcintosh, p. 271). 
Other scholars have reported that although students desire to learn about the world 
beyond their own local and national context, they can also find discussions of issues such 
as war to be alarming and difficult (Yamashita, 2006). Likewise, Mansilla and Gardner 
report, "some students were often anxious as they addressed issues of ' culture.' They 
tended either to minimize cultural differences or to feel paralyzed by the fear of 
producing politically incorrect accounts" (Mansilla & Gardner, 2007, p. 53). As a result, 
Yamashita reported that teachers can be reluctant to take on these global issues because 
they feel inadequately prepared and because of 'haunted stories' of unsettling children 
and other problems" (p. 38). 
Another set of researchers, Man gram and Watson (20 11) sought to answer how 
secondary social studies teachers talk about and "make meaning of' global education and 
how these meanings "influence their pedagogical choices" (p. 98). These scholars found 
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that "1) at the macro level, the teachers used language describing global education which 
positioned the U.S./Westem orientation at the center of the world and justified the 
maintenance ofU.S./Westem power and/or values and 2) at the micro level, the teachers 
used language which suggested that global education was necessary in order for their 
students to attain a set of skills from which they would benefit as they interacted in the 
larger world" (p. 101). Focusing mainly on how the teachers discussed global education, 
these scholars found that the ways in which educators perceive the study of the world 
ultimately affects the ways in which they teach, and subsequently how students will 
interpret the world. As a result, Mangram and Watson suggest that global education 
instructors must focus not only on particular global events, but also on "the ideological 
contestations that constantly emerge from those world events, in which discourses 
circulate in the larger world" (p. 112). 
As described in the preceding paragraphs, much of the research studies about 
global education have tended to focus on teacher reaction to global education 
implementation (e.g. Davies, 2006; Schwisfurth, 2006; Yamashita, 2006) rather than 
student response to or interest in global education. However, research does point to the 
fact that lack of multiculturalism has ramifications (Narvaez & Hill, 2010; Spindler & 
Spindler, 1994). Therefore, more research on specific global education and global 
citizenship programs needs to be conducted if teachers, administrators, and policy makers 
hope to develop effective courses that promote students' appreciation of and respect for 
various cultures (Kilpatrick, 201 0). The present study seeks to contribute to these efforts 
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through its investigation of the effects of West Orange Sough High School's global 
education program. 
Where should global education be taught? 
The traditional home of global education efforts has been the social studies 
department (Merryfield & Subedi, 2001 ). As Merryfield and Subedi note: 
For no matter whether Americans choose to ignore or reject 
the realities of globalization, they will increasingly be 
affected by the world's human diversity, the acceleration of 
inequities from economic, ecological and technological 
dependence, and the repercussions of global imperialism, 
human conflict, poverty, and injustice. If we are to educate 
young Americans for effective citizenship in today's global 
age, the social studies curriculum must go beyond 
European or American constructions of knowledge and also 
teach the experiences, knowledge, and perspectives of 
diverse peoples in Africa, Asia, Latin America, and the 
Middle East. A world-centered global education removes 
the nationalistic filters that only allow students to see 
events, ideas, and issues through the lens oftheir country's 
national interests and government policy. It also challenges 
colonialist assumptions of superiority and manifest destiny 
(Merryfield & Subedi, 2001 pp. 277-278). 
While the social studies department is a natural home for global education efforts, 
Merryfield and Subedi go on to argue that social studies is not the only discipline that 
should adapt globally-focused curriculum. While critics of such a perspective might 
argue that subjects such as mathematics, chemistry, biology, and other "hard sciences" 
have very little do with global education, the Asia Society explains how students can 
study subjects such as algebra, geometry, and statistics to understand global phenomena: 
Algebra can explain how quickly water becomes 
contaminated and how many people in a third-world 
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country drinking that water might become sickened on a 
yearly basis. A study of geometry can explain the science 
behind architecture throughout the world. Statistics and 
probability can estimate death tolls from earthquakes, 
conflicts and other calamities around the world. It can also 
predict profits, how ideas spread, and how previously 
endangered animals might repopulate (Understanding the 
World Through Math, November 11, 2010). 
School districts throughout the United States are therefore presented with the question of 
how, if at all, to fluidly, responsibly, and effectively marry global education initiatives 
within STEM classes. This study includes observations of various global education and 
non-globally focused classes. Specifically, this study reports on what students' 
experiences with global and non-global education classes and how two disciplines 
(English and History) approach global initiatives as well as the success of such 
instruction. 
Current Events 
Many educators and researchers have long debated how best to teach social 
studies, democracy, civics, and world events in the classroom. Such concepts are so 
challenging and vast, that many teachers shy away from them. However, scholarship 
points to the benefits of using current events and newspapers to examine writer biases, 
tone, research, and critical thinking skills (Street, 2002). In fact, Pescatore (2008) argues 
that "for social change to occur, citizens must not only think critically about what they 
read and view, but they must also react to transform the world" (p. 326). 
Research shows that educating students how to read and engage with the 
newspaper will help to "infuse their learning beyond their interaction with the newspaper 
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in the social studies classroom" (Segall and Schmidt, 2006). In fact, research further 
suggests that those students who have been instructed how to read and analyze a 
newspaper have stronger vocabulary and reading comprehension than their counterparts 
who do not interactive with periodicals (Segall and Schmidt, 2006; Vockell and Cusick, 
1995; Stone and Grusin, 1991). 
While many educators may be concerned with straying from textbooks because of 
high-stakes standardized tests, "current events are an engaging hook for teaching students 
critical thinking skills that may transfer from the English classroom to the social studies 
classroom. Such skills are useful in passing state-mandated tests" (Pescatore, p. 326). 
Therefore, using current events in addition to the core curriculum and approved textbooks 
adds to student interest and critical thinking skills, which in turn help with standardized 
exams. 
While test scores are an undeniable part of school today, many teachers are far 
more concerned with the critical thinking skills of their pupils. And, while a textbook is 
undoubtedly filled with important information, the information within it is unchanging. 
This is not the case with current events. As Pescatore (2008) points out, "Current issues 
and problems are still in flux and do not have the advantage of time and distance to 
solidify meaning or interpretation. It is impossible for students to turn to a textbook for 
an interpretation. Therefore, the social studies curriculum is enhanced by actively 
engaging students in logical analysis of concrete and timely issues" (p. 337-338). As a 
result, educators often supplement core texts with current events to promote higher level 
thinking skills. As explained in ensuing chapters, the use of current events proved to be 
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an important pedagogical strategy in the global education programming at West Orange 
High School. 
Role Playing 
Another pedagogical strategy that proved to be central to the global education 
programming at West Orange High School was role-playing or classroom simulations. 
As Gehlback, Brinkworth, and Wang (2012) note in support of such a strategy, as 
students prepare for participation in a much more global society, they increasingly need 
to understand the points of view of others who are quite different from themselves" ( p. 
2). Such an approach is not without controversy, however. Some researchers (Drake, 
2008; Schweber, 2003) warn that simulations could trivialize serious moments in history, 
"resulting in students gaining shallow understandings of peoples' feelings" (Dicamillo 
and Gradwell, 2013). Therefore, scholars have researched various teachers' methods of 
incorporating role-play and simulation in their classrooms, studying how best to engage 
students without dangerously diminishing student appreciation and understanding of the 
material at hand. 
While simulations of historical events such as the Holocaust can be controversial 
(Totten, 2000), a growing number of studies suggest that role play and simulation can be 
helpful to students' understanding of complex issues if used correctly and with adequate 
teacher preparation and lesson planning (Dicamillo and Gradwell, 2013 ; McCall, 2012; 
Schweber, 2003). Schweber's "Simulating Survival" (2003), for example explores one 
teacher's unique history unit designed to both educate students about the horrors of the 
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Holocaust and create empathy for its victims. The author admitted that she was originally 
against the use of simulations in the classroom for such subject matters as the Holocaust, 
but later ends her article with a statement of praise for the teacher's well-developed, 
informative, unit. The author does warn readers that simulations can be harmful if done 
poorly. Parson and Totten (1994) address such "harmful opportunities" in the U.S . 
Holocaust Memorial Museum's Resource Book for Educators when they argue that, 
"teachers should draw upon these resources [first hand accounts, interviews, etc.] and 
refrain from simulation games that lead to trivialization of the subject matter" (Parsons 
and Totten, 1994, p. 8). They raise the significant question of when and where are 
simulations and role-playing appropriate, and what, if anything, do these practices take 
the place of. 
Jeremiah McCall (2012) also addresses the difference between text books and 
simulation games (actual games on computers) in "Navigating the Problem Space; The 
Medium of Simulation Games in the Teaching of History." Careful to explain that 
"simulations are not an educational panacea, nor should they be employed for all learning 
objectives" (McCall, 2012, p. 16), he points out that the benefit of a simulations is that it 
is forever in flux and that students' have the ability to respond to various situations and 
interact with particular conflicts, people and events. This is not the case with traditional 
textbooks. But this comes with its problems, too. McCall points out that games, by 
definition, are made to entertain, and therefore sometimes historical inaccuracies may 
occur: "Though it is not always the case, the player of a game is often given a role and 
given power greater than any individual historical actor could have had" (McCall, 2012, 
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p. 17). Because historical simulation games are worthwhile but flawed, the author 
advocates for the guidance and help of the teacher. They are to guide the analysis and 
historical accuracy of the game and foster student dialogue about the material presented 
through the simulation game at hand. 
With such strong opinions surrounding simulations and role playing as 
educational tools, some researchers (Brunsell and Horejsi, 2012; DiCamillo and 
Grad well, 2013; McCall, 20 12) studied the success rates of such programs and the 
reasons why some educators are eager to implement simulations why others are hesitant 
to do so. DiCamillo and Gradwell article identify six "myths" about simulations. They 
claim that misunderstandings about simulations practices in the classroom often stand in 
the way ofthe use or success of role play. The myths were: 
1. Simulations are Superficial, 
2. Teachers cannot Implement Simulations if They have to Prepare Students for 
a State Test 
3. Students may not Take Simulations Seriously, 
4. Teachers cannot do Simulations with All Students, 
5. Simulations are Too Long 
6. Teachers have to Create and Implement Simulations on Their Own. 
Examining these six myths through the lens of two history teachers' simulation of the 
Great Depression, DiCamilio and Gradwell explain that role playing units can range from 
a single day's lesson to a full unit plan, that teachers can elicit the help of upperclassman, 
colleagues, or community members, and that "research illustrates that simulations assist 
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students from divers racial, ethnic, and socioeconomic backgrounds in learning social 
studies concepts" (p. 156). 
Simulations are not only meant for the history and humanities classrooms. 
Although role playing has been a part of peace education for decades (Johnson, 1998), 
computer simulations in science and STEM classes have also been proven to be effective. 
To teach West Orangeian mechanics, one teacher used simulations on the computer. 
"Students manipulated these simulations while completing guided inquiry activities that 
had them either collect and analyze data, compare simulation results to theoretical 
predications, describe and explain 'cause and effect' relationships as they change 
variables, or to assist and verify quantitative calculations" (Brunsell and Horejsi, p. 8). 
The results of this teaching method were successful as students reported enjoying the 
simulations and earned higher test scores than students who studied the same material 
without simulation activities. As noted above, a key finding in this present study of West 
Orange's global education programming involved the use of role-plays and simulations. 
The effects of these pedagogical practices are reported in Chapter 4. 
Heterogeneous Classes and Detracking 
A final key pedagogical feature of the global education programming at West 
Orange High School is heterogeneous classes. Educators have long debated the question 
of how best to educate students ofvarying intellectual abilities for centuries. Because 
students learn at different paces, many school districts have turned to the practice of 
"tracking" or "ability grouping" in an effort to place pupils with peers of similar learning 
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styles. "Ability grouping is a term that denotes two distinct forms of organizing students 
for instruction: (a) between-classroom 'tracks' and (b) within-classroom ability groups" 
(Robinson, 2008). While tracking and ability grouping is intended to help students, it 
raises questions of equality within schools and the creation of elitism, as many lower-
level academic classes consist of minority or lower socioeconomic students (Corbett 
Burris & Weiner, 2005; Rothenberg, McDermott and Martin, 1998; Shields, 1995). 
Detracking is "the dismantling of ability-driven practices. Although there is 
considerable variation in how detracking has been carried out, the reform generally 
entails an attempt to group students heterogeneously as a means of ensuring that all 
students, regardless of their race or class background, perceived academic ability, or 
previous school performance have access to high quality curriculum, teachers, and 
material resources" (Rubin, 2008). Parents, teachers, and administrators have all been 
intrigued, excited, and cautious about the concept of detracking, particularly because of 
concerns regarding the possible ramifications heterogeneous classes could have on both 
successful and struggling students (Corbett Burris & Weiner, 2005; McCormick Martin, 
2010). As a result, many studies have been conducted to measure the efficacy and 
success of detracking and mixed-ability grouping in schools (Corbett Burris & Weiner, 
2005; Halliman, 2004; Shileds, 1995; Johnson, McDermott, and Martin, 1998). 
Studies have shown that homogenous classes have been beneficial for gifted or 
academically high-performing students (Kereckhoff, 1986; Kulik & Kulik, 1992; Shields, 
1995). And, not surprisingly, "Parents of high-performing students also favor tracking 
because research shows that students assigned to high-ability groups make greater gains 
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in achievement. However, [Hallinan] found that students assigned to low-ability groups 
score lower on standardized tests than if they had been placed in mixed-ability or high-
ability groups" (Hallinan, 2004). This final fact clearly complicates the question of 
whether or not to track; what should a school do if one group apparently succeeds at the 
expense of another? 
This is not to say that tracking and homogeneous classes are unsuccessful. 
Carolyn Shield's (1995) study discovered that "homogeneous classes may serve the 
needs of academically talented and gifted students without detrimental effects to other 
students served in heterogeneous classrooms" (Shields, p. 234). And, Robinson (2008) 
reported that homogeneously grouping English-language learners "can actually narrow 
the achievement gap by serving as a successful compensatory strategy" (p. X). Clearly, 
then, there remains significant debate about the pro's and con's of tracked vs. detracked 
classes. The present study seeks to contribute to this debate by considering the issue of 
tracking within the context of West Orange's global education programming. 
Empathy and Gender 
Empathy can be defined as "perceiving the internal frame of reference of another" 
(Toussaint & Webb, 2005, p. 674). It includes affective and cognitive aspects, as it 
allows for a person to understand what someone else experiencing, but also act according 
to that understanding (Toussaint & Webb, 2005; Zahn-Waxler & Radke-Yarrow, 1990). 
Researchers have found that women are better able and more inclined to empathize and 
understand another's feelings than men (Gault & Sabini, 2000; Klein & Hodges, 2001; 
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Schieman & Gundy, 2000; Toussanit & Webb, 2000). Further studies indicate that a 
woman's likelihood to empathize more easily than men is not a difference in ability but 
rather a difference in motivation (Klein & Hodges, 2001). And, in Schieman and Van 
Gundy's (2000) study, researchers learned that while their findings added to the robust 
literature about women and empathy, "gender differences in empathy are smaller in 
successively older age groups" (p. 168). 
Gault and Sabini's (2000) study explored the relationship among empathy, anger, 
and gender and public political policies. They found that emotions and reactions were 
directly related to political opinions. More significant to this dissertation, the researchers 
found that "gender differences in emotion influenced gender differences in policy 
preferences" (p. 495). As described in greater detail in the Findings Chapter, a student's 
gender was found to be a statistically significant predictor of several of the measures in 
Morais and Ogden's Global Citizenship Scale. These findings will be presented in 
Chapter 4 and then considered in greater detail in Chapter 5. 
Achievement and Character 
A number of scholars have reported on the relationship between academic 
achievement and character. Existing literature highlights a positive relationship between 
academic success and empathy (Caprara, Barbaranelli, Pastorelli, Bandura & Zimbardo, 
2000; Feshbach & Feshbach, 1987; Green, Froehand, Beck & Vosk, 1980; Parker, 
Creque, Barnhart, Harris, Majeski, Wood, Bond & Hogan, 2004). For example, Parker et 
al (2004) found in their study that participants' emotional intelligence was a significant 
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predictor of academic success. This link between emotional intelligence and academic 
achievement was found in all grades and both genders. Green, Forehand, Beck, and Vosk 
(1980) had found that "children who were high on academic achievement were more 
accepted and less rejected and disliked by peers, viewed by the teacher as less deviant 
and engaged in more positive interactions with peers than those low on achievement" 
(Green et al., p. 1152). Likewise, Seider, Gilbert, Novick, and Gomez's (2013) also 
found that perseverance, connectedness to school, and grade level were positive 
predictors of a student's academic achievement. As reported in the Findings Chapter, in 
this study, grade point average (a measure of student achievement) was found to be a 
statistically significant demographic predictor of interconnectedness and personal 
responsibility, a measures on Morais and Ogden's Global Citizenship Scale. These 
findings will be presented in Chapter 4 and then considered in greater detail in Chapter 5. 
Conclusion 
In this chapter I have sought to offer a thorough summary of the many definitions 
of global education and global citizenship as well as to identify the particular definitions 
that guide the present study. I have also sought to explain the arguments for and against 
global education and to provide an overview of the landscape of global education policies 
at both the state and federal level. Finally, I have offered conceptual frameworks for 
citizenship (Westheimer & Kahne, 2004) global citizenship (Morais & Ogden, 2010), 
global education (Boix-Mansilla & Gardner, 2007) and teaching global education (Boix-
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Mansilla & Gardner, 2007) that serve as guiding theoretical frameworks on which I build 
my study. 
The chapters that follow offer a blueprint of the specific methodologies and 
analytic strategy used in this research study as well as report of this study's quantitative 
and qualitative results. Finally, in the discussion offered in Chapter 5, I will draw heavily 
upon the research literature presented here to analyze these quantitative and qualitative 
findings and to explain how this study of global education programming at West Orange 
High adds to the growing body of literature surrounding global education and global 
citizenship. 
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Chapter 3: Research Design and Methodology 
Research Design 
In this study, I research the effects ofthe Many Global Cultures program on the 
global citizenship attitudes of tenth grade students participating in the Many Global 
Cultures (MGC) program at West Orange High School in West Orange, Massachusetts. 
As described in greater detail later in this chapter, the MGC program is a series of 
English, History, and Biology courses that focus on world issues and the 
interconnectedness of various cultures around the globe. In order to examine the impact 
of these courses, I use both qualitative and quantitative methods. In this chapter, I 
explain in detail the site, participants, methods of data collection, and methods of data 
analysis implemented. 
West Orange, Massachusetts is a suburb situated approximately seven miles from 
downtown Boston. There are close to 83,000 people living in the thirteen "villages" of 
West Orange (www.ci.West Orange.ma.us). The city has a reputation of affluence, with a 
median home value of$645, 000 (www.money.cnn.com). Due to the size ofthe city, 
there are fifteen elementary schools, four middle schools, and two high schools. It is at 
the smaller of the two high schools that this study took place. 
West Orange High School has a student body of approximately 1700. Students 
are required to meet the graduation guidelines of the Commonwealth of Massachusetts, 
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including four full years of English, and passing the MCAS exam. Students have a 
multitude of academic and fine arts electives from which to chose, such as glass blowing, 
photography, and jazz ensemble. 
In March of each academic year, students receive the "Program of Studies," and 
are allowed to enroll in courses for the subsequent academic year with teacher, guidance 
counselor, and parental approval. The school offers courses at a variety of curriculum 
levels; Honors and Advanced Placement (predominantly made up of 121h grade students) 
are the most challenging levels at which to study. The Honors level classes include 
rigorous advanced texts read at an accelerated rate. Students taking Honors courses are 
frequently expected to complete many independent assignments and projects. The 
Curriculum I level, a college-preparatory level and often a more popular choice for 
students than Honors, offers grade-appropriate texts and curricula, with an emphasis on 
critical thinking skills and academic inquiry. Curriculum II classes, also a college-
preparatory courses, often have fewer students in each class, allowing for more one-on-
one instruction. Students in Curriculum II classes tackle difficult texts at a moderate pace 
and often study MCAS preparatory skills. 
The Many Global Cultures Program 
In 2008, two history teachers, two English teachers (myself included), and a 
science teacher at West Orange High School developed the Many Global Cultures 
(MGC) program. The goal was to develop a three-year series of interdisciplinary, global 
education courses that allowed students to focus on such issues as colonization, 
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globalization, and sustainability. Ultimately, the teachers wanted students to understand 
various cultures as well as their own, so that they would be more globally conscious, 
respectful of diversity, and prepared for the "New World" workplace (Wagner, 2008). 
Students in the Many Global Cultures program study world history and world 
literature in tenth grade, American history and American literature in eleventh grade, and 
a "Sustainability" and a "Words that Change the World" class in twelfth grade. Twelfth 
grade students at West Orange High School may also emoll in a "Modem Global Marine 
Biology" course as a science continuation of the MGC program. The course catalogue 
description of each course is presented in Appendix A. 
One noteworthy characteristic of the MGC program is that all ofthe courses 
described in the previous paragraph are heterogeneously grouped; in other words, 
students in any given MGC class can study at the Honors, Curriculum I, or Curriculum II 
level. While students of all three academic levels are learning in the same classroom, 
students' assignments may differ depending on level. The number of pages read each 
night, the length of a writing assignment, or various projects may vary depending on the 
curriculum level of the student. Therefore, differentiated instruction and assessment are 
employed in MGC courses. Some of the funds used to initiate interdisciplinary, smaller 
classes came from a federal grant issued to WOHS in 2003 for "Smaller Learning 
Communities." Such classes were designed to "help students and faculty feel more 
connected to one-another, and in so doing improve teaching and learning at our school 
for all students. The four SLC initiatives now up and running are: advisories, ninth grade 
clusters for freshmen, interdisciplinary upper grade SLCs called CONNECT, and 
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collaborative teacher teams" (West Orange High School Program of Studies 2012-2013). 
The Program of Studies goes on to define "Connect Classes" and the "Many Global 
Cultures Program" as follows: 
CONNECT: West Orange's Interdisciplinary Smaller 
Learning Communities 
This year, we are proud to continue with CONNECT. 
Designed for the upper grades, these linked sets of 
interdisciplinary courses create small learning communities 
of students and teachers who work together as a team. 
Through CONNECT, students study several subject areas 
in depth, meet with experts in the field, and engage in 
collaborative projects that integrate knowledge from the 
different disciplines. By exploring interrelationships 
between fields, students will better understand each subject 
and its relevance and applications in the real world. 
Whichever program you choose, the goal of CONNECT is 
synergy: what you are learning in one class will enrich 
understanding in the other. 
Many Global Cultures (a three year program beginning in · 
Grade 10) 
Curious about what happens when cultures come together? 
Find out how that blending affects global culture, 
economics, politics and the environment in the CONNECT 
program called Many Global Cultures: Co-existence and 
Conflict. Beginning in grade 10, students will participate in 
a "linked" history and English class. Our focus will be on 
global literature and history, while at the same time 
covering the main topics of non-linked courses. (West 
Orange High School Program of Studies, 2011-2013). 
As is evident in the above descriptions, the tenth grade courses are structured in a way in 
which students are encouraged to explore how various cultures interact in peaceful, and 
sometimes tumultuous, ways. Students express their interest in participating in the MGC 
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program towards the end of their ninth grade year. The names of interested students are 
then entered into a randomized registration lottery in which approximately 85 students 
are selected to enter the MGC program and the remaining students (approximately 80-
1 00) are placed on the MGC Waitlist. The students assigned to the Waitlist are only able 
to switch into the MGC program if one of the students in MGC chooses not to take the 
class. This policy of random assignment into the MGC program will be discussed at 
length later in this chapter. 
I chose West Orange High School as a site for this research study for a number of 
reasons. First, I wished to conduct this study at a public schoolwith at least one class 
that focused on global issues. The fact that WOHS had a global program that spanned 
three grade levels and three academic disciplines made it the ideal location. Second, the 
randomized "lottery" utilized to determine admission into the MGC program, offered a 
natural experiment in which students admitted to the MGC program represented the 
treatment group and students randomly assigned to the program's wait list represented the 
control group. In addition to the benefits resulting from this natural experiment, my 
access to administrators, teachers, and students at this school played a large role in why I 
decided to conduct my research there. I have been a teacher at WOHS since the fall of 
2006, making me quite familiar with the courses offered and the mission of the school in 
general. I took many steps to ensure that my affiliation with the school did not taint my 
data in any ways. A detailed explanation of such steps is outlined thoroughly later in this 
chapter. 
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Sample 
Prior to the start ofthe 2011-2012 academic year, I obtained permission from 
Boston University's Institutional Review Board to conduct my proposed research. I was 
authorized to survey and interview all 416 members of the sophomore class. While I had 
this approval, not all 416 students were surveyed or interviewed, in large part because not 
all of the students handed in their assent and consent forms . Only those students who did 
so were participants in my research. Students were given assent and consent forms 
through the following process: prior to interviewing or surveying any of the tenth graders 
in this study, I distributed those forms to all of the sophomores. I entered all of the tenth 
grade English classes to introduce myself, to explain the survey and interview process, 
and to set forth the timeline of my study. Students were encouraged to consider 
participation in the project after talking with their parents and returning the signed assent 
and consent forms. Thereafter, at the following English class, I returned to collect the 
forms and distribute the survey only to the students who had obtained and given 
permission. Consent and assent forms are presented in Appendix B. 
Therefore, the sample for my research study consisted of those tenth grade 
students at West Orange High School selected to participate in the MGC program who 
handed in their permission slips (60 students), those tenth grade students on the MGC 
Waitlist who handed in their permission slips ( 4 7 students), and the remainder of the 
tenth grade class who did not register for the MGC program but who nonetheless handed 
in their permission slips (99). This total of 206 participants represents 49.5% of the 
sophomore class of 416 students. These students took both the "Time 1" and "Time 2" 
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surveys that will be discussed below, and many of these students were interviewed as 
well. Discussions of the interview protocol can be found later in this chapter. 45 other 
students did take one of the surveys, but did not complete both. This was due to a variety 
of reasons such as absences on the days the surveys were issued and transfer of schools. 
These 45 surveys were subsequently not used in the quantitative analyses. 
Of the 60 students in the Many Global Cultures program who chose to participate, 
35 were girls, and 25 were boys. Of the 47 students on the MGC Waitlist who chose to 
participate, 25 were girls and 22 were boys. And, ofthe 99 students who were never 
registered for the MGC program, 57 were girls and 42 were boys. 
Table 1 
Participants Surveyed by Gender 
Many Global Cultures 
Waitlist 
Unaffiliated 
Boys 
25 
22 
42 
Girls 
35 
25 
57 
Total 
60 
47 
99 
Keep in mind that the Many Global Cultures classes are multi-leveled, so I needed 
to assure that students from all three (Honors, Curriculum I, and Curriculum II) discipline 
levels were surveyed and interviewed. Since it is quite possible, and not uncommon, for 
a single student to take one History and English class for different curriculum levels, I 
considered a student an "Honors student" if he or she took one of the two classes at the 
Honors level. The same was to be considered for students studying at the Curriculum II 
level. In other words, if a student reported that he or she took English Curriculum I and 
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History Curriculum II, I "counted" that student as one who studies at the Curriculum II 
level. Using this classification system, the following is the number of students in each 
academic level for each portion of this study: 
Table 2 
Participants Surveyed by Course Type and Curriculum Level 
Many Global Cultures 
Waitlist 
Unaffiliated 
Table 3 
Honors Curriculum I 
31 22 
12 34 
53 42 
Participants Interviewed by Course Type and Curriculum Level 
Honors Curriculum I 
Many Global Cultures 8 9 
Waitlist 4 11 
Data Collection 
Curriculum II 
7 
1 
4 
Curriculum II 
1 
1 
A number of different types of quantitative and qualitative data were collected as 
part of this research study. Here, I describe each in tum. 
Surveys 
First, all of the tenth grade students at West Orange High School were invited to 
participate in this research study and asked to complete consent and assent forms signed 
by themselves and their parents. To ensure that no student felt pressured into 
participating, I explained that grades would in no way be affected by their participation or 
refusal to participate. I also sent a letter to parents and guardians explaining the purpose 
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for my research and the minimal risks of participating in the study. Also, I assured 
students confidentiality; students would create their own "code names," so, in essence, I 
would not know who participated or answered various questions on the surveys. There 
were also no tangible incentives (prizes, awards, etc.) for participation in the study, so the 
students who did want to participate did so for their interest in the subject and not 
because of a sense of pressure to do so. Next, those students who agreed to participate in 
the study and returned signed consent forms were surveyed in September of 2011 (Time 
1) and May of 2012 (Time 2). 
The survey tool consisted of items from Morais and Ogden's (2010) "Global 
Citizenship Scale." According to this scale, "global citizenship" consists of three 
domains: global social responsibility, global competence, and global civic engagement. 
And, these three domains are made up of subsections. The subsections of social 
responsibility are "global justice and disparities," "altruism and empathy," and "global 
interconnectedness and personal responsibility." The subsections of global competence 
are "self-awareness," "intercultural communication," and "global knowledge." And, the 
subsections of global civic engagement are "political voice," "civic involvement," and 
"glocal civic activism. Previously validated, this instrument offered a way by which to 
measure the global citizenship of students enrolled in the Many Global Cultures program. 
All of the items on the scale offered participating students a declarative statement about 
global citizenship to which they responded along a 5-point Likert scale, wherein a "1" 
represents strong disagreement with the given statement and a "5" represents strong 
agreement with the given statement. A more thorough description of "social 
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responsibility," "global competence," and "global civic engagement" is offered below. 
And, the complete survey tool is included in Appendix C. 
Interviews 
I also conducted qualitative interviews with 18 students participating in the Many 
Global Cultures classes and 16 students assigned to the program's Waitlist. Ofthe 18 
students from the MGC program, 13 were girls and 5 were boys. Ofthe 16 kids on the 
Waitlist, 10 were girls and 6 were boys. I randomly selected the students who were 
interviewed, but made sure that students from all three curriculum levels were 
represented. I accomplished this by placing all of the names of students into three 
"clusters" (representing Honors, Curriculum I, and Curriculum II) and then randomly 
selecting the names from each cluster. The names chosen were the students I 
interviewed. The interviews took place at West Orange High School during students' 
"free periods" so as not to disrupt classroom instruction time. Students' interviews were 
recorded and transcribed, and students understood that their names and identifying 
characteristics would not appear in any reports, thereby assuring confidentiality. The 
interviews were semi-structured to allow for students to express their thoughts on the 
relevant topics rather than be limited to my questions only. Students taking the Many 
Global Cultures classes and students on the Waitlist were asked a series of questions 
about such issues as: 
1. Reasons for wanting to participate in the MGC program 
2. Sources of information about the world prior to the MGC classes 
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3. How (if at all) MGC has influenced their opinions ofthe world (if in MGC 
program) 
4. Desire to travel, study abroad, experience new cultures 
5. Subject matter of student's current class (MGC or non-MGC) 
6. Understanding of global citizenship 
The full interview protocol can be found in Appendix D. 
As mentioned above, parental consent was obtained prior to any interviews with 
all students younger than eighteen years of age. Additionally, all students were informed 
that their comments and answers would be included in the study, but that their names 
would never be divulged. They were also told that they had the right to terminate 
participation in the study at any time without any ramifications or penalties. No student 
asked to stop any of the interviews at any time. 
Observations 
I also observed 10 classes of Many Global Cultures, ensuring that I witnessed all 
of the four teachers who instructed the tenth grade MGC classes. In addition, I also 
observed 10 classes ofnon-MGC history and English sophomore classes. During these 
observations I took extensive field notes, recording the subject matter discussed in the 
classes, paying particular attention to the mention (or omission) of current events, world 
issues, and texts about various cultures or by international authors. 
Four of the ten MGC classes observed took place during the "International Cafe" 
project, a role-playing exercise project supervised and prepared by Global History and 
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English teachers. These classes will be discussed in depth in the Findings and Discussion 
chapters. The other six Global classes were taught by all of the four sophomore MGC 
teachers in both the History and English classes. Due to scheduling, I observed more 
MGC English classes (four) than MGC History classes (two). 
The 10 non-Global sophomore classes I observed were all English classes. I 
made a conscious effort to witness all curriculum levels, so as to observe if there were 
any similarities or differences in teaching multi-level classes (as in the MGC program) or 
single-level classes. I observed seven Curriculum I classes, two Honors classes, and one 
Curriculum II class. It is important to note that there are usually more Curriculum I 
classes offered than Honors and Curriculum II due to such issues as enrollment, 
placement tests, MCAS preparation, etc. 
The observations of all 20 classes took place over the course of the academic 
year, allowing me to witness a wide range of curricula, teaching styles, and even methods 
of reviewing entire units for Final Exams. When observing a class, I recorded the subject 
matter at hand in addition to the comments and questions of the students. I also paid 
close attention to the observed interactions between the students and teachers. 
Potential for Future Data Collection 
This study took place over one academic school year. As noted, it was the first 
time these sophomores had exposure to global education at West Orange High School 
and was therefore the ideal time to examine their opinions of global issues and growth of 
global citizenship. The purpose of the study was to see if the MGC program's first year 
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had an impact on students ' sense of global citizenship. As I discovered in the many 
interviews with students however, the vast majority of the participants in the study plan 
to continue in the MGC program in 11th and 1ih grade. This dissertation does not 
examine these students as they progress through the Global program at West Orange 
High School. However, future research could glean insight into the growth of global 
citizenship in these students. If students were to take the Morais and Ogden survey again 
in the 11th and 1ih grade and were to be interviewed each year, researchers could paint a 
more detailed portrait of the participants' global citizenship over a longer period of time, 
thus shedding more light on the efficacy of the Many Global Cultures' three-year 
program versus its first year' s effect on global citizenship. 
Measures 
Global Civic Engagement- Political Voice 
The Global Civic Engagement- Political/Civic Voice measure consisted of six 
statements that solicited students' responses pertaining to their likelihood of voicing their 
opinions of civic affairs (e.g. "Over the next 6 months, I will contact a newspaper or 
radio to express my concerns about global environment, social, or political problems"). 
Principal Components Analysis with the six items in this measure resulted in one factor 
with an eigenvalue greater than one (eigenvalue= 3.44) accounting for 57% of the 
variance and showing good internal consistency reliability (Cronbach's alpha= .85). 
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Global Civic Engagement- Civic Involvement 
The Global Civic Engagement- Civic Involvement measure consisted of eight 
statements that solicited students' responses pertaining to their likelihood in participating 
in some activity to help or positively affect global causes (e.g. "Over the next 6 months, I 
plan to do volunteer work to help individuals and communities abroad"). Principal 
Components Analysis with the eight items in this measure resulted in two factors with an 
eigenvalue greater than one (eigenvalue= 3.50 and 1.23) accounting for 44% and 15% of 
the variance respectively and showing good consistency reliability (Cronbach's alpha= 
.81). 
Global Civic Engagement- Glocal Civic Activism 
The Global Civic Engagement- Glocal Civic Activism consisted of two statements that 
solicited students' responses about their likelihood to attempt to better the world through 
local behaviors that advance a global agenda (e.g. "If at all possible, I will always buy 
fair-trade or locally grown products and brands"). Principal Components Analysis with 
the two items in this measure resulted in one factor with an eigenvalue greater than one 
(eigenvalue = 1.61) accounting for 81% of the variance showing acceptable internal 
consistency reliability (Cronbach's alpha= .76). 
Global Competence- Global Knowledge 
The Global Competence- Global Knowledge measure consisted of three statements that 
solicited students' responses regarding their awareness and knowledge of differing 
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cultures (e.g. "I am informed of current issues that impact international relationships"). 
Principal Components Analysis with the 3 items in this measure resulted in one factor 
with an eigenvalue greater than one (eigenvalue= 1.79) accounting for 60% of the 
variance showing questionable internal consistency reliability (Cronbach's alpha= .67). 
Global Competence- Intercultural Communication 
The Global Competence- Intercultural Communication measure consisted of five items 
that solicited students' responses pertaining to their ability to communicate with people 
from different cultures ("I unconsciously adapt my behavior and mannerisms when I am 
interacting with people of other cultures"). Principal Components analysis with the five 
items in this measure resulted in two factors with an eigenvalue greater than one: 
(eigenvalue= 1.88 and 1.28) accounting for 38% and 26% ofthe variance respectively 
and showing poor internal consistency reliability (Cronbach's alpha= .56). 
Global Competence- Self -Awareness 
The Global Competence- Self-Awareness measure consisted ofthree items that solicited 
students' responses pertaining to their awareness of their limitations and ability to 
participate in intercultural experiences (e.g. "I know how to develop a place to help 
mitigate a global environmental or social problem"). Principal Components Analysis 
with the three items in this measure resulted in one factor with an eigenvalue greater than 
one (eigenvalue = 1. 7 5) accounting for 58% of the variance and showing questionable 
internal consistency reliability (Cronbach's alpha= .64). 
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Social Responsibility- Global Justice and Disparities 
The Social Responsibility- Global Justice and Disparities measure consisted of six 
statements that solicited students' responses pertaining to their opinions of what is fair 
throughout the world (e.g. "I think that most people around the world get what they are 
entitled to have"). Principal Components Analysis with the six items in this measure 
resulted in two factors with an eigenvalue greater than one (eigenvalue= 1.55 and 1.11) 
accounting for 26% and 19% of the variance respectively and showing unacceptable 
internal consistency reliability (Cronbach's alpha=-.05 Raw and .22 Standardized). 
Social Responsibility- Global Interconnectedness and Personal Responsibility 
The Social Responsibility- Global Interconnectedness and Personal Responsibility 
measure consisted of four statements that solicited students' responses pertaining to the 
relationship between "local behaviors and their global consequences" (Morais and Ogden 
2010, 4). (e.g. "Developed nations have the obligation to make incomes around the 
world as equitable as possible"). Principal Components Analysis with the four items in 
this measure resulted in two items with an eigenvalue greater than one: (eigenvalue = 
1.41 and 1.1 0) accounting for 3 5% and 27% of the variance respectively and showing 
unacceptable internal consistency reliability (Cronbach's alpha= .34). 
Social Responsibility- Altruism and Empathy 
The Social Responsibility- Altruism and Empathy measure consisted of two statements 
that solicited students' responses pertaining to their respect for different perspectives and 
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ability to "construct an ethic of social service to address global and local issues" (Morais 
and Ogden 2010, p. 4) . (e.g. "I think that many people around the world are poor because 
they do not work hard enough"). Principal Components Analysis with the two items in 
this measure resulted in one item with an eigenvalue greater than one: (eigenvalue = 
1.12) accounting for 56% of the variance and showing unacceptable internal consistency 
reliability (Cronbach's alpha= .21). 
Data Analysis 
Surveys 
To begin the analysis of the quantitative data, I first conducted principal 
components analysis on the survey items within the eight subsections of the Morais and 
Ogden survey. Remember, Morais and Ogden identified three main domains that make 
up global citizenship - Global Civic Engagement, Global Competence, and Social 
Responsibility. And, these three domains are made up of subsections. An estimate of the 
reliability of each section was determined using Cronbach's Alpha. 
Before carrying out the analyses of interest, preliminary checks were conducted to 
ensure that there was no violation of the assumptions of normality, linearity, homogeneity 
of variances, homogeneity of regression slopes, and reliable measurement of the 
covariate. Then, for each of the measures described above, I conducted an ordinary least 
squares (OLS) regression analysis to consider the impact of the Many Global Cultures 
Program upon participating students' attitudes about global citizenship. In these analyses, 
participation in the MGC program represented the independent variable; students' Time 2 
70 
global citizenship attitudes on each measure represented the dependent variable; and 
students' Time 1 global citizenship attitudes on these same measures were treated as a 
covariate to control for any preexisting differences between the two groups. I also 
included in the model a number of demographic control variables including gender, grade 
point average (GPA), and curriculum level for both English and history. The final 
regression model is presented below and then described in detail in the findings chapter. 
Global Citizenship Score Time 2; = Bo + BtMGC; + B2Gender; + B3GPA; + 
B4CurriculumLevelEnglish; +BsCurriculumLevelHistory; + 
B6GlobalCitizenshipScoreTimel; + ej 
where: 
• Bo is the intercept parameter 
• B 1 represents participation in the Many Global Cultures Program 
• B2-B6 represent demographic control variables 
By utilizing students' Time 2 scores on the global citizenship measures as the dependent 
variable (collected in May, 2012), I was able to consider the effects of the MGC program 
upon participating students in comparison to their classmates who had expressed interest 
in participating in the MGC program but had been assigned to the program's waitlist. For 
those global citizenship measures on which MGC participants demonstrated statistically 
significant shifts, I determined effect size using Cohen's d. 
Interviews 
The interviews of students in the Many Global Cultures Program and students on 
the Waitlist were recorded and then transcribed verbatim. Following transcription, I 
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coded all of the interviews using etic codes drawn from the existing research literature on 
global education and global citizenship. In particular, I drew upon the theoretical 
framework from global citizenship outlined by Morais and Ogden (2010) and discussed 
in Chapter Two. The final code book for this study can be found in Appendix E and 
includes 17 codes. Examples of codes include, "Know Material," "Know Interest," 
"Action Discussion," "Action Information," "Political Interests," and "Civic 
Engagement." As is evident in these examples, many of the codes are divided into 
categories of "knowing" information" and "action." 
An example of a coded response is offered below. It is an excerpt from a young 
woman in the Many Global Cultures program's response to a question regarding where 
she got information about current events: 
Interviewer: And where did you get your 
information/articles? 
Student: They were usually from BBC orAl Jazeera, or 
NY Times. 
Interviewer: Okay, so from out of US press? 
Student: Yeah. 
Interviewer: And did you find a difference from BBC and 
Al Jazeera? 
Student: Yeah. It was interesting. 
Interviewer: What was the slant, or the arguments? I know 
it's specific to each article, but in general? 
Student: Well between the international vs. our 
newspapers it was ... ours have def. more pro-American 
viewpoints. But the others have perspectives from both 
sides, which I thought was interesting. 
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Interviewer: Interesting, so they're not necessarily anti-
American, they just present the 2 sides. 
Student: Yup. 
Interviewer: Had you ever read those newspapers before? 
Student: No. 
Interviewer: And do you think you'll go back to them to 
read in the future? 
Student: Yeah. 
Interviewer: Even though you don't have to do current 
events projects? 
Student: Yeah. 
These comments were coded as "know media," "know material," "know continuing," and 
"action information," as they spoke to the student's desire to seek out, understand, and 
further obtain information about the world in which she lives. 
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Code Description of Code Excerpt from Interview Receiving 
Code 
Know Media Student expresses ability to Student: They were usually from BBC 
access/ gain more or Al J azeera, or NY Times. 
information about various 
parts of the world and 
world events (where and 
how) 
Know Material Student expresses Student: Well between the 
enjoyment in and international vs. our newspapers it 
appreciation of learning was ... ours have de f. more pro-
about current events, American viewpoints. But the others 
people, or history of have perspectives from both sides, 
various parts of the world which I thought was interesting. 
Know Students show/articulate Interviewer: Had you ever read those 
Continuing interest in continuation of newspapers before? 
study of globalization, 
various parts of the world, Student: No. 
current events, etc. in or 
after high school Interviewer: And do you think you'll 
go back to them to read in the future? 
Student: Yeah. 
Interviewer: Even though you don't 
have to do current events projects? 
Student: Yeah. 
Action Students actively seek Interviewer: And do you think you'll 
Information news about global events go back to them to read in the future? 
on his or her own to further 
understanding/appreciation Student: Yeah. 
for global issues 
Interviewer: Even though you don't 
have to do current events projects? 
Student: Yeah. 
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Once coding was completed, I constructed tables in which I categorized 
comments and answers, thus allowing me to see themes and patterns from students' 
responses. I used these patterns to draw conclusions about my research questions, 
particularly those regarding global citizenship. A complete report on these patterns and 
themes can be read in the Findings and Discussion chapters of this dissertation. 
Observations 
Upon the completion ofthe observations ofthe 10 Global classes and 10 non-
Global classes, I transcribed and coded my extensive field notes. I used the same 
code book implemented in the coding of the interviews for continuity and possible 
triangulation of data. Some codes were used more frequently in the coding of the 
observation transcripts due to the fact that particular students were not being asked the 
prescribed questions I utilized in my own interviews, but rather they were responding to 
the discussions, assignments, and comments of a teacher instructing a particular lesson 
pertaining to a specific portion of the curriculum. Codes such as "Assignments and 
.Projects," "Know Material," and "Know Media" were common. Interestingly, as many 
students discussed the "linked" aspect of a class, or the "community component" of a 
course, or the "projects" assigned during my interviews, observing the mixture of these 
20 classes strengthened my understanding of what affected their responses. And example 
of my coded field notes of a MGC English class is offered here: 
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Code Description of Code Excerpt from Field Notes 
Receiving Code 
Know Material Student expresses enjoyment in and Teacher says that he wants a 
appreciation of learning about more creative assessment 
Assignments and current events, people, or history of than an analytic paper 
Projects various parts of the world [regarding book at hand A 
Thousands Splendid Suns], so 
he is thinking of having 
students write letters from 
characters to other characters 
as the final assessment. 
Students say things like 
"Cool." "That could be good" 
and "I like that idea more." 
Know Media Student expresses ability to Discussion of why the war 
access/gain more information about On Terror/in Afghanistan 
various parts of the world and isn't as popular stems from 
world events (where and how) idea of Leila's (a character in 
the book's) family staying 
while others left ... 
Action Students actively seek news about One kids ask "why don't 
Information global events on his or her own to people know about this war?" 
further understanding/appreciation Teacher and student decide 
for global issues that their final assignment 
should be to write a letter to a 
service member in 
Afghanistan (in conjunction 
Action Discussion Discussion of international current with Thousand Splendid 
events, globalization, and/or Suns) 
international politics in classes 
Teacher takes a break (didn't 
even start reading) to discuss 
the importance of paying 
attention to war. Many 
students of both sexes 
participate - even quieter 
students who hadn't talked 
before in this class 
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Triangulation of Data 
Triangulation of data occurs in a number of ways in this study. First, the 
differences emerging in qualitative interviews with students participating (and not 
participating) in the Many Global Cultures classes were compared to the data generated 
by the pre-post quantitative surveys of these same two groups of students. Additionally, 
my observations of the global education classes and non-global education classes allowed 
me to compare students' descriptions and perceptions of classes with my own 
observations of the teaching and learning occurring within classes. Such triangulation 
allowed for more accurate conclusions to be drawn from all these quantitative and 
qualitative data. 
Issues of Validity 
There are issues pertaining to validity in any study. Perhaps the most significant 
factor in my research is my role as a teacher at West Orange High School. The 2011-
2012 year was my seventh year teaching eleventh grade English at WOHS. While I was 
not the English teacher of any of the students in my sample, as I did not teach sophomore 
year English, some of the students in the study may have know my name or reputation as 
a MGC teacher. There was also a chance that I may have some of these students in their 
eleventh grade year. In fact, I do teach some ofthe participants in the 2012-2013 
academic year. Also, as I do teach ninth grade English, I did teach some of the students 
who were randomly selected to be interviewed or who chose to be part of the study by 
handing in their assent and consent forms. 
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In addition, as I am one of the founders ofthe Many Global Cultures program, 
some of the students (particularly those taking the MGC classes) may have known me 
from MGC assemblies throughout the year. However, I believe these limitations were 
mitigated by the fact that I was in no way responsible for grading or evaluating any of the 
students participating in the study. It was also made clear to the students through assent 
and consent forms, oral explanations during the Time 1 and Time 2 surveys, and during 
the interviews, as well as through letters home, that their responses on all surveys and in 
any interviews were entirely confidential and would have no effect upon their present or 
future academic evaluations at West Orange High School. 
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Chapter 4: Results 
The Results Chapter is divided into two parts - quantitative and qualitative 
findings. I first report the descriptive statistics and ordinary least squares regression 
analyses for each sub-measure of the broader global citizenship measure. Then, in the 
qualitative findings portion of this chapter, I report the themes and patterns that emerged 
from 34 interviews of students in the Many Global Cultures program and on the MGC 
Waitlist as well as from the field notes of the 20 classes I observed. 
Quantitative Results 
Duarte B. Morais and Anthony C. Ogden's Global Citizenship Scale (2010) is a 
three-pronged survey in which global citizenship is measured by three main measures: 
social responsibility, global competence, and global civic engagement. Each of these 
measures is made up ofthree sub-measures. In this portion of the chapter, I report the 
descriptive statistics and the results ofthe ordinary least squares regression ofthe nine 
subsections, one by one. 
Global Social Responsibility- Global Justice and Disparities 
The summary statistics for the pre and post survey responses to the six items that 
comprise the Global Social Responsibility- Global Justice and Disparities sub-scale are 
presented in Table 4. Students in the Many Global Cultures (MGC) program began the 
academic year with a mean score of3 .65 on a 5-point Likert scale and concluded the year 
with a mean score of3.64. Students on the MGC waitlist began the year with a mean 
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score of 3.48 and concluded with a mean score of 3.63 on the same scale. From the 
descriptive statistics one can see that students in MGC began the year with a higher mean 
attitude towards global social responsibility- global justice and disparities than students 
on the waitlist. Over the course of the academic year, however, students in MGC showed 
effectively no change in mean attitude whereas attitudes of students on the waitlist 
showed improvement, with the end result that both groups of students had almost 
identical mean responses. In addition, students who were unaffiliated with the MGC 
program began the year with a mean score of3.62 and their mean attitudes towards social 
responsibility declined .1 0 units over the course of the year. 
As is evident in Table 5, ordinary least squares (OLS) regression revealed no 
significant difference between students in the MGC program and students on the wait list 
in their shifts on the global justice and disparities sub-measure (p = 1.00). The regression 
analysis also revealed that student's grade point average- included in the model as a 
demographic control- did not significantly predict students' shifts in attitude towards 
global justice and disparities over the course ofthe academic year. However, a student's 
gender was found to predict students' shifts in global justice and disparities at a 
statistically significant level (p = .02). Specifically, girls in both the MGC program and 
on the MGC waitlist tended to show larger shifts in mean attitudes than their male 
classmates. As noted in Table 5, the combination ofthese variables accounted for 
approximately 17% of the variance in participating students' Time 2 global justice and 
disparities scores. All of these results are considered in greater detail in the Discussion 
chapter. 
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Table 4 
Global Justice and Disparities Summary Statistics 
MGC 
MGC Waitlist 
Non-affiliated 
N 
61 
52 
106 
Pre-Survey 
Global Justice and 
Disparities 
3.65 (.46) 
3.48 (.52) 
3.62 (.45) 
N 
65 
49 
106 
Post-Survey 
Global Justice and 
Disparities 
3.64 (.47) 
3.63 (.48) 
3.52 (.44) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global social responsibility- global justice and disparities of 
students in the Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 5 
Global Justice and Disparities Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
1.82 
.31 
<.0001 
.23 
.01 
.17 
Post-Survey Responses 
SE t 
.83 2.20 
.11 2.76 
.10 .00 
.09 2.43 
.01 1.05 
p 
.03 
.01 
1.00 
.02 
.30 
Note: Regression model for the relationship between students' Time 2 global social 
responsibility- global justice and disparities scores and various predictors (n = 95) 
Global Social Responsibility- Altruism and Empathy 
The summary statistics for the pre and post survey responses to the three items 
that comprise the Global Social Responsibility- Altruism and Empathy sub-scale are 
presented in Table 6. Students in the MGC program began the year with a mean score of 
4.14 on a 5-point Likert scale and ended the academic year with a mean score of 4.09. 
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Students on the MGC waitlist began the year with a mean score of 4.05 and concluded 
with a mean score of 3.97 on the same scale. From the descriptive statistics one can see 
that students in MGC began the year with a mean attitude that was .09 units higher than 
those students on the waitlist. Over the course of the academic year, the mean attitudes of 
both groups of students declined by .05 units and .08 units, respectively, with the end 
result being that students in MGC demonstrated a mean attitude on the Time 2 measure 
of altruism and empathy that was .12 units higher than their counterparts on the waitlist. 
In addition, students who were unaffiliated with the MGC program began the year with a 
mean score of 4.05 and demonstrated effectively no shift in mean attitude over the course 
ofthe year. 
As is evident in Table 7, OLS regression revealed no significant difference 
between students in the MGC program and students on the waitlist in their shifts on the 
altruism and empathy sub-measure (p = 0.95). 
The regression analysis revealed that a student' s grade point average- included in 
the model as a demographic control- did not significantly predict students' shifts in 
altruism and empathy over the course of the academic year. However, a student's gender 
was found to predict students ' shifts in altruism and empathy at a statistically significant 
level (p = .01). Specifically, girls in both the MGC program and on the MGC waitlist 
tended to show larger shifts in attitudes towards altruism and empathy over the course of 
the academic year than their male classmates. As noted in Table 7, the combination of 
these variables accounted for approximately 40% of the variance in participating 
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students' Time 2 altruism and empathy scores. All ofthese results are considered in 
greater detail in the Discussion chapter. 
Table 6 
Altruism and Empathy Summary Statistics 
Pre-Survey Post-Survey 
N Altruism and Empathy N Altruism and Empathy 
MGC 61 4.14 (.48) 66 4.09 (.58) 
MGC Waitlist 52 4.05 (.63) 49 3.97 (.57) 
Non -affiliated 106 4.05 (.61) 106 4.08 (.61) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global social responsibility- altruism and empathy of students 
in the Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 7 
Altruism and Empathy Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
1.38 
.57 
.01 
.25 
<.01 
.40 
Post-Survey Responses 
SE t 
.81 1.71 
.09 6.55 
.10 .06 
.10 2.65 
.01 1.34 
p 
.09 
<.0001 
.95 
.01 
.74 
Note: Regression model for the relationship between students' Time 2 global social 
responsibility- altruism and empathy scores and various predictors (n = 95) 
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Global Social Responsibility- Global Interconnectedness and Personal Responsibility 
The summary statistics for the pre and post survey responses to the four items that 
comprise the Global Social Responsibility- Global Interconnectedness and Personal 
Responsibility sub-scale are presented in Table 8. Students in the MGC program began 
the year with a mean score of 3.22 on a 5-point Likert scale and ended the academic year 
with a mean score of 3 .16. Students on the MGC waitlist began the year with a mean 
score of 3.20 and concluded with a mean score of 3.22 on the same scale. From the 
descriptive statistics one can see that students in MGC and on the MGC waitlist began 
the academic year with similar mean attitudes towards global interconnectedness and 
personal responsibility, and both also demonstrated effectively no change over the course 
of the year. In addition, students who were unaffiliated with the MGC program began the 
year with a mean score of 3.23 and finished with an identical mean score. 
As is evident in Table 9, OLS regression revealed no significant difference 
between students in the MGC program and students on the waitlist in their shifts on the 
global interconnectedness and personal responsibility sub-measure (p = .48). 
The regression analysis did reveal that a student' s gender and grade point average 
-included in the model as demographic controls- were found to predict students' shifts 
in global interconnectedness and personal responsibility at statistically significant levels 
(p = .01). Specifically, being a girl and having a higher GPA were found, on average, to 
be associated with greater shifts in global interconnectedness and personal responsibility. 
As noted in Table 9, the combination ofthese variables accounted for approximately 34% 
of the variance in participating students' Time 2 global interconnectedness and personal 
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responsibility scores. All of these results are considered in greater detail in the Discussion 
chapter. 
Table 8 
Global Interconnectedness and Personal Responsibility Summary Statistics 
MGC 
MGC Waitlist 
Non-affiliated 
N 
59 
50 
106 
Pre-Survey 
Global 
Interconnectedness and 
Personal Responsibility 
3.22 (.53) 
3.2 (.47) 
3.23 (.56) 
N 
Post-Survey 
Global 
Interconnectedness and 
Personal Responsibility 
65 3.16 (.63) 
48 3.22 (.52) 
105 3.23 (.55) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global social responsibility- global interconnectedness and 
personal responsibility of students in the Many Global Cultures (MGC) Program and 
those on the MGC Waitlist 
Table 9 
Global Interconnectedness and Personal Responsibility Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
-.84 
.52 
-.08 
.29 
.03 
.34 
Post-Survey Responses 
SE t 
.99 -.84 
.12 4.43 
.12 -.71 
.12 2.51 
.01 2.86 
p 
.40 
<.0001 
.48 
.01 
.01 
Note: Regression model for the relationship between students' Time 2 global social 
responsibility- global interconnectedness and personal responsibility scores and various 
predictors (n = 95) 
Global Competence- Self-Awareness 
85 
The summary statistics for the pre and post survey responses to the three items 
that comprise the Global Competence- Self-Awareness sub-scale are presented in Table 
10. Students in the MGC program began the year with a mean score of3.19 on a 5-point 
Likert scale and ended the academic year with a mean score of 3.45. Students on the 
MGC waitlist similarly began the year with a mean score of 3.14 and finished with a 
mean score of 3.17. As the descriptive statistics show, while students on the waitlist 
demonstrated effectively no change in mean attitude over the course of the academic 
year, students participating in the MGC program showed an increase of .26 units. In 
addition, students who were unaffiliated with the MGC program began the year with a 
mean score of 3 .25 and declined . 08 units over the course of the year. 
As is evident in Table 11, OLS regression revealed no significant difference 
between students in the MGC program and students on the waitlist in their shifts on the 
self-awareness sub-measure (p = .21 ). 
The regression analysis also revealed that a student's grade point average, and 
gender - included in the model as demographic controls - did not significantly predict 
students' shifts in self-awareness over the course of the academic year. As noted in Table 
11, the combination of these variables accounted for approximately 32% of the variance 
in participating students' Time 2 self awareness scores. All of these results are considered 
in greater detail in the Discussion chapter. 
86 
Table 10 
Self-Awareness Summary Statistics 
MGC 
MGC Waitlist 
Non -affiliated 
N 
59 
52 
121 
Pre-Survey 
Self-awareness 
3.19 (.68) 
3.14 (.67) 
3.25 (.61) 
N 
65 
50 
121 
Post-Survey 
Self-awareness 
3.45 (.65) 
3.17(.54) 
3.17 (.55) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global competence - self-awareness of students in the Many 
Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 11 
Self-Awareness Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
[J 
1.69 
.44 
.14 
.17 
.00 
.32 
Post-Survey Responses 
SE t 
.89 1.90 
.08 5.64 
.11 1.26 
.11 1.58 
.01 -.07 
p 
.06 
<.0001 
.21 
.12 
.94 
Note: Regression model for the relationship between students' Time 2 global competence 
-self-awareness scores and various predictors (n = 93) 
Global Competence- Intercultural Communication 
The summary statistics for the pre and post survey responses to the five items that 
comprise the Global Competence - Intercultural Communication sub-scale are presented 
in Table 12. Students in MGC began the academic year with a mean score of 3.31 units 
along a 5-point Likert scale and concluded the year with a mean score on this same 
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measure of3.36 units. Similarly, the West Orange students on the MGC waitlist began 
the academic year with a mean score on the intercultural communication sub-scale of 
3.39 units and concluded the academic year with a mean score on this measure of 3.38 
units. From the descriptive statistics one can see that students in MGC and on the MGC 
waitlist began the academic year with similar mean attitudes towards intercultural 
communication, and both also demonstrated effectively no change over the course of the 
year. In addition, students who were unaffiliated with the MGC program began the year 
with a mean score of 3.49 and their mean attitudes towards social responsibility declined 
.32 units over the course of the year. 
As is evident in Table 13, OLS regression revealed no significant difference 
between students in the MGC program and students on the waitlist in their shifts on the 
intercultural communication sub-measure (p = .67). 
The regression analysis further revealed that students' gender and grade point 
average- included in the model as demographic controls- did not significantly predict 
students' shifts in intercultural communication over the course of the academic year. As 
noted in Table 13, the combination of these variables accounted for approximately 55% 
of the variance in participating students' Time 2 intercultural communication scores. All 
of these results are considered in greater detail in the Discussion chapter. 
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Table 12 
Intercultural Communication Summary Statistics 
Pre-Survey Post-Survey 
N Intercultural N Intercultural 
Communication Communication 
MGC 61 3.31 (.65) 65 3.36 (.67) 
MGC Waitlist 52 3.39 (.57) 50 3.38 (.70) 
Non-affiliated 120 3.49 (.62) 120 3.17 (.55) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global competence- intercultural communication of students 
in the Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 13 
Intercultural Communication Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
.93 
.82 
.04 
.16 
-.01 
.55 
Post-Survey Responses 
SE t 
.87 1.06 
.09 9.44 
.11 .42 
.10 1.59 
.01 -.91 
p 
.29 
<.0001 
.67 
.12 
.37 
Note: Regression model for the relationship between students' Time 2 global competence 
- intercultural communication scores and various predictors (n = 95) 
Global Competence- Global Knowledge 
The summary statistics for the pre and post survey responses to the three items 
that comprise the Global Competence- Global Knowledge sub-scale are presented in 
Table 14. As is evident in the table, students participating in the MGC program began the 
year with a mean score of 3.35 units along a 5-point Likert scale and concluded the year 
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with a mean score on this same measure of 3.65 units. From the descriptive statistics one 
can see that students The West Orange students on the MGC waitlist began the academic 
year with a mean score on the global competence- global knowledge sub-scale of3.24 
units and concluded the academic year with a mean score on this measure of 3.29 units. 
While students on the waitlist displayed effectively no change, students in the MGC 
program demonstrated an increase in mean global knowledge scores of .30 units over the 
course ofthe academic year. In addition, students who were unaffiliated with the MGC 
program began the year with a mean score of 3.51 and their mean attitudes towards 
global knowledge increased .09 units over the course of the year. 
As is evident in Table 15, OLS regression revealed a significant difference in 
global competence- global knowledge between the MGC participants and waitlist 
participants (p = .02). The effect of participation in the MGC program upon students' 
global knowledge can be characterized as large (Cohen's d =.57). In other words, being 
in the MGC class has a statistically significant effect on students' increase in global 
knowledge. 
The regression analysis also showed that gender and grade point average -
included in the model as demographic controls - did not significantly predict changes in 
students' global knowledge. As noted in Table 15, the combination of these variables 
accounted for approximately 45% of the variance in participating students' Time 2 global 
competence- global knowledge scores. These results are considered in greater detail in 
the Discussion chapter. 
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Table 14 
Global Knowledge Summary Statistics 
Pre-Survey Post-Survey 
N Global Knowledge N Global Knowledge 
MGC 
MGC Waitlist 
Non -affiliated 
Cohen' s d 
61 
51 
121 
3.35 (.83) 
3.24 (.79) 
3.51 (.76) 
65 
50 
121 
3.65 (.81) 
3.29 (.76) 
3.60 (.81) 
.57 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global competence- global knowledge of students in the 
Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 15 
Global Knowledge Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
.12 
.60 
.32 
-.13 
.02 
.45 
Post-Survey Responses 
SE t 
1.11 .11 
.08 7.49 
.13 2.43 
.13 -.96 
.01 1.22 
p 
.92 
<.0001 
.02 
.34 
.23 
Note: Regression model for the relationship between students' Time 2 global competence 
-global knowledge scores and various predictors (n = 95) 
Global Civic Engagement- Civic Involvement 
The summary statistics for the pre and post survey responses to the eight items 
that comprise the Global Civic Engagement- Civic Involvement sub-scale are presented 
in Table 16. Students in the MGC program began the year with a mean score of 3.13 on 
a 5-point Likert scale and ended the academic year with a mean score of3.14. Students 
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on the MGC waitlist similarly began the year with a mean score of 3.18 and concluded 
with a mean score of3.21 on the same scale. As the descriptive statistics show, students 
in the MGC program and those on the waitlist showed effectively no change over the 
course of the academic year in their mean scores on this measure. In addition, students 
who were unaffiliated with the MGC program began the year with a mean score of 3.12 
and their mean attitudes towards civic involvement showed effectively no change over 
the course of the year. 
As is evident in Table 17, OLS regression revealed no significant difference 
between students in the MGC program and students on the waitlist in their shifts on the 
civic involvement sub-measure (p = .66). 
The regression analysis also revealed that a student's gender and grade point average-
included in the model as demographic controls- did not significantly predict students' 
shifts in civic involvement over the course of the academic year. As noted in Table 17, 
the combination of these variables accounted for approximately 42% of the variance in 
participating students' Time 2 civic involvement scores. All of these results are 
considered in greater detail in the Discussion chapter. 
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Table 16 
Civic Involvement Summary Statistics 
Pre-Survey Post-Survey 
N Civic Involvement N Civic Involvement 
MGC 
MGC Waitlist 
Non -affiliated 
61 
51 
121 
3.13 (.66) 
3.18 (.52) 
3.12 (.73) 
65 
50 
121 
3.14 (.61) 
3.21 (.71) 
3.16 (.72) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global civic engagement- civic involvement of students in 
the Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 17 
Civic Involvement Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
(J 
-.24 
.70 
.05 
.03 
.01 
.42 
Post-Survey Responses 
SE t 
.95 -.25 
.1 0 7.25 
.11 .45 
.12 .25 
.01 1.17 
p 
.80 
<.0001 
.66 
.80 
.25 
Note: Regression model for the relationship between students' Time 2 global competence 
-global civic engagement- civic involvement scores and various predictors (n = 95) 
Global Civic Engagement- Political Voice 
The summary statistics for the pre and post survey responses to the five items that 
comprise the Global Civic Engagement- Political Voice sub-scale are presented in Table 
18. As is evident in Table 18, students participating in the MGC began the academic year 
with a mean score of 2.66 units along a 5-point Likert scale and concluded the year with a 
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mean score on this same measure of2.83 units. In contrast, the West Orange students on 
the MGC waitlist began the academic year with a mean score on the global civic 
engagement sub-scale of 2.58 units and concluded the academic year with a mean score 
on this measure of 2.53 units. In short, one qm see from the descriptive statistics that 
West Orange participants in the MGC program and those on the waitlist began the 
academic year with similar mean attitudes toward global civic engagement- political 
voice; however, MGC participants demonstrated a mean increase of .17 units over the 
course of the academic year in their global civic engagement attitudes, while students on 
the waitlist demonstrated effectively no shift at all in their mean attitudes on this 
measure. In addition, students who were unaffiliated with the MGC program began the 
year with a mean score of2.69 and their mean attitudes towards political voice increased 
.09 units over the course ofthe year. 
As is evident in Table 19, OLS regression revealed a significant difference 
between the MGC participants and waitlist participants in their shifts on the global civic 
engagement sub-measure (p < .05). Specifically, after controlling for students' Time 1 
global civic engagement scores, participation in the MGC program was a significant (p = 
.04) predictor of students' Time 2 scores on the global civic engagement- political voice 
measure. The effect size of participation in MGC upon students' civic engagement can be 
characterized as medium (Cohen's d = .43). 
These analyses further revealed that students' gender and grade point average-
included in the model as demographic controls- did not significantly predict students' 
shifts in global civic engagement- political voice over the course of the academic year. 
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As noted in Table 19, the combination ofthese variables accounted for approximately 
46% of the variance in participating students' Time 2 global civic engagement scores. All 
of these results are considered in greater detail in the Discussion chapter. 
Table 18 
Political Voice Summary Statistics 
MGC 
MGC Waitlist 
Non -affiliated 
N 
61 
52 
120 
Pre-Survey 
Political Voice 
2.66 (.76) 
2.58 (.59) 
2.69 (.67) 
N 
64 
50 
120 
Post-Survey 
Political Voice 
2.83 (.71) 
2.53 (.68) 
2.78 (.69) 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global civic engagement- political voice of students in the 
Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 19 
Political Voice Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
1.41 
.59 
.24 
.18 
-.01 
.46 
Post-Survey Responses 
SE T 
.97 1.46 
.08 7.45 
.12 2.06 
.12 1.53 
.01 -.65 
p 
.15 
<.0001 
.04 
.13 
.52 
Note: Regression model for the relationship between students' Time 2 global civic 
engagement- political voice scores and various predictors (n = 94) 
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Global Civic Engagement - Glocal Civic Activism 
The summary statistics for the pre and post survey responses to the two items that 
comprise the Global Civic Engagement- Glocal Civic Activism sub-scale are presented 
in Table 20. Students in MGC began the academic year with a mean score of3.65 units 
along a 5-point Likert scale and concluded the year with a mean score on this same 
measure of3.58 units. However, the West Orange students on the MGC waitlist began 
the academic year with a mean score on the glocal civic activism sub-scale of 3.45 units 
and concluded the academic year with a mean score on this measure of 3.14 units. As the 
descriptive statistics demonstrate, students in MGC and those on the MGC waitlist 
showed respective decreases of .07 and .31 units over the course of the academic year in 
their glocal civic activism intentions. In addition, students who were unaffiliated with the 
MGC program began the year with a mean score of 3.42 and their mean attitudes towards 
political voice increased .16 units over the course of the year. 
As is evident in Table 21, OLS regression revealed the differences in Time 2 
glocal civic activism for MGC participants and waitlist participants were approaching 
statistical significance (p = .05). Specifically, after controlling for students' Time 1 glocal 
civic activism scores, participation in the MGC program predicted students' Time 2 
scores at a statistically significant level (p = .05). The effect of participation in the MGC 
program upon students' glocal civic activism can be characterized as medium (Cohen's d 
= .49). 
These analyses further revealed that students' gender and grade point average-
included in the model as demographic controls- did not significantly predict students' 
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shifts in glocal civic activism over the course ofthe academic year. As noted in Table 21, 
the combination of these variables accounted for approximately 45% of the variance in 
participating students' Time 2 global civic engagement - glocal civic activism. All of 
these results are considered in greater detail in the Discussion chapter. 
Table 20 
Glocal Civic Activism Summary Statistics 
Pre-Survey Post-Survey 
N Glocal Civic Activism N Glocal Civic Activism 
MGC 
MGC Waitlist 
Non-affiliated 
Cohen's d 
61 
52 
121 
3.65 (.77) 
3.45 (.76) 
3.42 (.89) 
65 
50 
121 
3.58 (.87) 
3.14 (.92) 
3.58 (.79) 
.49 
Note: Summary statistics (mean, standard deviation) for the pre- and post-survey 
responses pertaining to the global civic engagement- glocal civic activism of students in 
the Many Global Cultures (MGC) Program and those on the MGC Waitlist 
Table 21 
Glocal Civic Activism Regression Model 
Intercept 
Pre-Survey Response 
Class Type 
Gender 
GPA 
fJ 
1.70 
.77 
.30 
-.11 
-.01 
.45 
Post-Survey Responses 
SE T 
1.27 1.34 
.10 7.94 
5.00 1.97 
.15 -.70 
.02 -.95 
p 
.18 
<.0001 
.05 
.49 
.35 
Note: Regression model for the relationship between students' Time 2 global civic 
engagement- glocal civic activism scores and various predictors (n = 95) 
Qualitative Findings 
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Coding the interviews of the 18 students in the Many Global Cultures program, 
the 16 students on the Waitlist, and the field notes from the 20 observations of sophomore 
classes revealed a number of recurring patterns and themes. Specifically, these data 
highlighted particular teaching practices, assignments, and course structures that students 
perceived to have had a particularly strong effect upon their global citizenship attitudes 
and beliefs. Therefore, I have divided this portion of the Results Chapter into two 
subsections: students' descriptions of their attitudes and beliefs about global citizenship 
and the pedagogical practices that students cite as having influenced these attitudes and 
beliefs. 
Students' Beliefs about Global Citizenship 
The first section of this chapter describes the ways in which students on the 
Waitlist and in the Many Global Cultures program describe their beliefs and attitudes 
toward global citizenship. Students' definitions of global citizenship, current 
volunteerism, and plans for future involvement in local and global issues are now 
described. 
Understanding of Global Citizenship 
Cetiain identifiable patterns emerged from the answers from students in the MGC 
program and on the Waitlist regarding the definition of global citizenship. In short, 
students in the MGC program tended to cite "responsibility" and "awareness and action" 
in their definitions, while students on the Waitlist often mentioned "openheartedness," 
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"knowledge," and being "well-traveled" or having the ability to go anywhere one wished. 
Interestingly, both groups did mention the idea of being "open-minded" as a 
characteristic of a global citizen. 
As indicated, the trends of "responsibility" and "awareness and action" seem to 
go hand-in-hand with the understanding of global citizenship for students in the MGC 
program. In fact, half of the MGC students, unprompted, mentioned "responsibility" and 
"awareness and action" as a characteristic of a global citizen. One young man studying 
English at the Honors level and History at the Curriculum I level, explained that to him, a 
global citizen is "somebody who's aware of issues around them and tries, well gives an 
effort, to better that environment." This young man's classmate echoed his explanation 
when she stated that a global citizen would be "definitely aware of their surroundings and 
respectful of all cultures .. . just not associating certain cultures with certain things, like 
being aware of how what makes that culture what it is and just being knowledgeable 
about the world." 
A second pattern in the definitions of global citizenship offered by MGC 
participants was associating global citizenship with personal responsibility and 
subsequent action. In other words, such students considered a true "global citizen" to be 
informed of world issues and responsible enough to take action. One interviewee in the 
Global program explained that a global citizen should "want to care for people 
worldwide." He clarified, "For example if someone's in poverty in Africa for example, 
you would put in a physical effort to help them out." This particular young man's 
response at first sounded quite similar to those of the students on the Waitlist who often 
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spoke to the fact that a global citizen would need to be kind or compassionate. However, 
what differentiated his response from his counterparts on the Waitlist is that he did not 
say that a global citizen was "caring," he mentioned that a global citizen "would care for" 
his or her neighbors around the world. It is this action piece that kept appearing 
throughout my interviews of the students in the MGC program. And, this trend was not 
unique to a particular curriculum level. In fact, one student taking both Curriculum II 
English and History stated that global citizenship was "like your duty, your place in the 
world." She explained that a characteristic of a global citizen would be one who should 
have specific opinions about what is right and wrong and "probably very hard working to 
be able to put that [belief] into motion." 
Several students went so far as to note that it is the responsibility of a true global 
citizen to act upon injustices around the world. One young woman explained that global 
citizenship is, " ... being aware of everything around the world and taking responsibility 
for what' s happening to people even if it's not in your own country, like it's your 
responsibility if you're privileged to make sure that other people are not being denied 
their rights." 
Another pattern that emerged from the interview data was that students 
interviewed from the MGC program were often more willing to take a guess or explain 
what a global citizen was to them than were their counterparts on the Waitlist. And, one 
student in the program explained that understanding global citizenship is quite difficult 
because in order to be a true global citizen one would need to be aware of everything 
happening around the globe. She clarified, "Like are you supposed to know about this 
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little event that's going on in Australia?" But, she too spoke to the idea of open-
mindedness when she elaborated on the idea that a global citizen would "pay attention to 
things outside of your country or neighborhood ... even if it's like sports and like 
definitely be open-minded about other cultures." So too did another young woman in the 
MGC program who explained that a global citizen "would pay attention to what others 
think and they would have an open mind on things rather than just sticking to one 
opinion." 
Those pupils on the Waitlist often spoke to this idea of open-mindedness and 
shared the concept of a global citizen needing to know what is going on around the 
world. But, very few discussed the idea of taking action. One student did say, "To me, it 
[global citizenship] would be being a good person ... to like sort of watch out for other 
people around the world." He went on to report that the main characteristic of a "global 
citizen" is "openheartedness." He made not mention of action-taking. Another student on 
the waitlist elaborated on this idea in his interview when he mentioned that awareness is a 
necessary characteristic because action is not always possible: "If I had to define it 
[global citizenship] I'd say more awareness than anything else, because you can't do 
everything." He went on to clarify that a global citizen should be aware of, "all of the 
issues because you can't do everything so you just prioritize and do the best you can." 
Seven students on the Waitlist stated that a global citizen would know a great deal 
about the world around him or her. This is similar to the responses given by many of 
their counterparts in the MGC program. However, only one student on the Waitlist 
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specifically addressed the notion of action as a central part of global citizenship. This 
young woman who studies at the Honor level explains: 
I think it means being aware of the responsibility 
that it carries to be ... like to stand where we stand in 
the world. Like I, as an American citizen, need to 
know what that means like to be American in terms 
of where America stands in political power, in 
terms of my socio-economic status, in terms of my 
relationship to the rest of the world. If I lived 
somewhere else, like if I lived in China, I think it 
means to know where I stand in comparison to 
everyone else. And I think it also means as global 
citizens to know about the globe. 
She elaborated by reporting that a global citizen would both know and act upon 
information about world issues. She stated: 
I think it' d mean that you know a lot about the rest 
of the world and maybe take action or interest in 
trying to make up difference - the disparities 
between the lower class and upper class of the 
world. 
Interestingly, this young woman later said that she regrets having registered for the MGC 
program and enjoys being in a traditional Honors class because she enjoys knowing that 
during group work situations, everyone is studying at the same level. 
It is important to note that many of the students on the Waitlist did seem to be 
quite confused when asked to define global citizenship or a global citizen. I received 
such responses as "like part of multiple communities around the world ... diverse maybe" 
or "global citizenship? Well it sounds like you're a citizen to every . . .like all over the 
place, like different countries ... like a passport to go to a lot of countries" or "I guess to 
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be a citizen anywhere in the globe." With the exception of these students' responses and 
those that tangentially mentioned action, the students interviewed from the Waitlist 
recognized having information about the world as the true mark of a global citizen. 
In my observations of both MGC classes and classes composed of students on the 
Waitlist, I never witnessed explicit, specific discussions of global citizenship. However, I 
did witness discussion and assignments of current events in the MGC classes. For 
example, in an March 5, 2012 class on The Bastard of Istanbul, the fifteen students in 
this particular English class discussed the characters while referring to Turkey's past 
history and the current climate in Islamic Turkey. Specifically, one student asked about 
"how Turkey fits with rest of Islamic World." A conversation regarding Islam and 
secularism in Turkey ensued. Students interwove questions about the actual text with 
questions about Turkey and Islam. Likewise, in another English-History combined class 
on April 5, 2012, I observed students determining ways to combine quotations and ideas 
from A Thousand Splendid Suns with quotations and ideas found in current event articles. 
Students approached teachers and asked informed questions about both the text and 
various articles. Perhaps discussions such as these led to some ofthe MGC interviewees' 
statements that a global citizen would have knowledge of world events and potentially act 
upon them. 
Current Action and Future Plans 
Students were also asked a number of questions pertaining to community service, 
travel and studying abroad, political interests, and future career plans. The responses to 
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such inquiries widely varied even within the two groups- the interviewees from the 
MGC program and from those on the Waitlist. Almost every student said that he or she 
enjoyed traveling and was able to describe a place he or she was looking forward to 
visiting. Students cited a number of different destinations, but, more of the students in the 
MGC program spoke about traveling to countries that were far from "tourist 
destinations;" in fact, 10 ofthe 18 MGC students interviewed indicated that they wished 
to explore less "touristy" destinations, or immerse themselves in the culture of a place 
versus touring a museum or going sightseeing. For example, one young woman explained 
that she would like to travel to places far different from her own environment. This 
MGC student explained, "I want to go to a third world country and do community service 
and stuff and I want to get more of an appreciation for my life .. .like I've heard of it [the 
experience in a 3rd world country], I've seen pictures, but like experiencing it is different, 
and so .... " While students in both the MGC program and on the Waitlist collectively 
reported to enjoy travel, many explained that travel and even community service 
participation is difficult because of time constraints, age, and cost. 
Students from both the MGC program and the Waitlist did report participating in 
various travel opportunities or community service organizations. The MGC students 
interviewed reported participating in: a week-long service trip to Camden, NJ, running a 
community service-focused youth camp, visitations to nursing homes, construction of a 
trail through the Wetlands of West Orange, and educational trips to Washington D.C. 
with "mock government" exercises. The Waitlist students interviewed reported 
participating in: fundraising walks, "helping out at an orphanage" in South Africa, 
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volunteering at animal shelters, volunteering to teach dental care to students in Iran, 
volunteerism at orphanages in China, and restoration of a local park on Earth Day. 
Clearly both groups of interviewees had students who participated in a wide range 
of service-learning related programs. And, many were international in nature. However, 
students in the MGC program expressed concrete plans for action and travel during or 
after high school, while their peers on the Waitlist only reported interest in such activities 
in the abstract. For instance, one young woman in the MGC program explained her clear 
plan of taking a gap year for the sole purpose of actively helping deaf children 
internationally: "I want to take a gap year. And I really, really want to go to South Africa 
and teach deaf kids how to sign. I was looking at a program it had one for South Africa 
for deaf students and I was like that's perfect for me." Another young woman also 
reported that during her Junior year at WOHS, she plans on participating in the West 
Orange- Beijing Jingshan School Exchange Program as a direct result of her study of 
China in the MGC program and her personal background. 
Students on the Waitlist also voiced interest in future participation in international 
travel or service trips . However, those who did so were less specific about their plans. 
For instance, one young man said of community service: "I've been meaning to get into 
it. ... I was thinking like a soup kitchen or hospital." Another young woman explained 
that she would like to get involved even with a local, in-school "West Orange Friends" 
program but, "I generally don' t because I usually don't have the time or transportation." 
Yet another student explained that his sister who had been in the MGC program had 
participated in a community service "some place in South America and ... built things for 
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the community and helped out." He said that he would be interested in some similar 
experience, but did not offer specifics or even a particular country he would like to go to. 
Furthermore, there appears to be a connection between students' definition of 
global citizenship (or the characteristics of a global citizen) and the level or participation 
in community service trips or specificity of future community service trips. Those 
students who indicated that awareness and action went hand-in-hand tended to serve the 
community, teach others, or plan on community-related projects or plan for careers in 
public service. For instance, one young man in the MGC program who had stated that 
action and awareness of events around the world are key factors of global citizenship also 
reported that after a trip to Israel with his temple, he became quite interested in the 
conflict in the Middle East. He explained, "And it was right at the beginning of when 
Israel and Gaza were having their disputes and I kind of didn't understand it, but now that 
we're going more in depth with it and I understand what's going on, it makes more sense 
to me and I am more intrigued in places that I haven't gone before." When asked what 
he wants to do with this new-found information about a region of interest to him, he 
stated, "I guess like I don't think I would have an impact because they've had this long 
debate over Gaza and all that stuff, but I think I could inform people with the information 
with my parents, well they probably know, but other people .. .like younger generations or 
people who aren't in Global who haven't gone over this unit." A different young woman 
even reported that her dream job would be to be on the Security Council ofthe United 
Nations. As she explained: "In the [MGC] History we focused more on politics and 
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that's really increased my interest more. Last year it was just facts and [now] it' s much 
more politics and current events and international relations with countries." 
Students in both the Global program and on the Waitlist appeared to have made a 
connection between their definitions of global citizenship and current or future action. 
The very same young woman on the Waitlist who stated she regretted registering for 
MGC and said that a global citizen would take action, was also scheduled to help poor 
children in the Caribbean attend a subsidized camp where they would have the 
opportunity to learn, explore, and develop friendships. She elaborated: 
... this summer I'm going to the Caribbean, not like 
as vacation, but to St. John to under privileged 
neighborhoods and we're setting up a friendship 
camp. Like me and 15 other kids who run a summer 
camp for these younger kids ... And they don't like 
get to go to summer camp because they don't have 
them money and so their summers are sort of like 
boring so we come every year so a lot of these kids, 
their older siblings and parents have like gone to 
these camps in the past and I'm really excited and I 
think it' s going to increase my global awareness 
cause I've never really like been to an area like that 
before. 
Similarly, the young woman in the Global program who reported her dream of working 
in the United Nations had defined a global citizen as one who would be "expect[ed] to 
keep up with the global, things that were going on. And maybe, it's not like you have to 
completely dedicate yourself to it, because it's kind of hard especially if it's ... but to go 
around and give some money to charity, or do one thing that's your part." While these 
two young women were taking both English and History classes for Honors credit, the 
link between students' definitions of global citizenship and current or future action is 
107 
present in all curriculum levels. The student who developed trails through the Wetlands 
of West Orange did so for an extra-curricular Girl Scout Gold Project studies History at 
the Curriculum II level. She is the same student who said that a global citizen must be 
"hard working to be able to put that [personal belief of what is right or wrong] into 
motion." 
Pedagogical Practices 
The following section describes trends in teacher practices and various 
assignments that students perceived led to particular beliefs about global citizenship and 
views on the world in which they live. Teaching strategies such as role playing and 
linked assignments are addressed, as are course organizational structures such as 
differentiated and interdisciplinary education. 
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Current Events and Role Playing 
When asked about the role of reading newspapers and reporting on world current 
events, all 18 of the students in the M GC program reported that their English or History 
teachers required some form of project, paper, or homework assignment pertaining to 
their study of world events. In fact, students in one section ofthe MGC classes stated 
that they had been assigned to assume the persona of a particular individual from a 
particular region of the world and respond to world events as that character. While 
several students reported that finding relevant articles numerous times a semester could 
be challenging, many stated that such research and subsequent role-playing "really helped 
[me] understand my region ... what we were studying." This student's comment echoed 
his classmates' opinions of the current event assignments. For instance, another student 
stated, "I like putting myself in place of that person." Another student reported that 
although finding the articles "took time," she liked the current events assignments 
because, "I have to think about how she would respond/what she thinks about this issue." 
One female student in the MGC program studying at the Curriculum I level 
explained the current events-role playing assignment in an interview. She stated that she 
had to read the articles that the students in the Honors section found about the region at 
hand. Then, she and her classmates were required to write responses to the articles from 
the perspective of the "character" assigned. For instance, during the "Turkey Unit," 
when students at all curriculum levels were reading The Bastard of Istanbul, this student 
was assigned to be a "Kurdish citizen living in Turkey." Whenever a classmate posted an 
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article about Turkey, she had to respond to the events from this point of view. When 
asked if this was interesting or helpful to her understanding of the events in that region of 
the world, or the characters from the text at hand, this student responded by saying, 
"Yeah, I feel like you sort of feel like you're in that person's shoes, so you know how 
they feel about it rather than just reading that the Kurdish people lived in Turkey." She 
went on to elaborate that the class had learned about the Kurdish people prior to this 
assignment: "we had a background on it before we started it." 
Interestingly, this same student, when asked about what a global citizen was, 
stated that "we should know more about each other and like the globe in general rather 
than just sticking to our own countries ... .I just think that we should take things of their 
[our enemies ' ] point of view in the situation rather than just sticking to what we think. 
Just like think about if you were in that position would you do the same thing?" There 
appears to be a connection between this student's sense and opinion of global citizenship 
and her participation in this role-playing assignment. 
A male student taking the MGC program at the Honors level also commented on 
his particular interest in the role-playing aspect of the course when he and his classmates 
were studying the Middle East. When asked about the frequency of current-event related 
assignments and discussions, he reported that he had to "do" current events every week. 
He elaborated by saying, "Term III was actually more interesting, because we had to pick 
a character and then we had to do the summary and analysis from your character's point 
of view." He explained that he was allowed to choose his own character so he picked the 
Saudi Prince. For him, examining an article from the perspective of an actual person 
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enabled him to better understand the material. He was honest in his claim that he was 
"not particularly interested in" the Middle East, but that through this assignment, he was 
"most definitely" learning more about it. 
I was able to witness an example of the role-playing exercises when I observed 
the "International Cafes" conducted by the four MGC classes. After researching and 
studying particular regions of the world and responding to various articles, the students 
produced a "Cafe" where the food, dance, textiles, and cultural artifacts from that region 
were displayed and discussed. What made the Cafe unlike a mere "show-and-tell" was 
that each student had to "be" the person he or she had adopted when responding to the 
articles throughout the term. For example, the girl mentioned above, who had to respond 
to articles as a Kurdish citizen, was required to interact with her classmates as such. I 
listened to her converse with a classmate about the food, music, and politics as a Kurdish 
woman living in modem-day Turkey. Other examples of roles are, "Member ofthe 
ruling Sunni elite" from Bahrain, a "Tahrir square protester" from Egypt, a "Conservative 
member of the Majis" from Iran, an "Islamist politician" in Turkey, and an "English-
Arabic translator" from United Arab Emirates. All of the roles were also assigned a 
gender, a sect (i.e., Sunni, Shia, Wahhabist, Christian, etc.) and a class (upper, middle, 
and lower). 
I asked a young woman who had taken on the role of a "secular politician" from 
Turkey about Turkey ' s involvement in the Armenian Genocide. This student, who 
studies at the Honors level, responded in a way many would assume a true politician 
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would; she never denied the holocaust, demonstrated knowledge of the atrocities through 
the use of specific names and dates, but never assumed personal responsibility. 
In the corner of the room, a young man was sitting behind a table with three 
laptop computers playing movies from Turkey. When asked what he was doing, he 
explained that he had always been interested in film studies (in fact, he knew as a 
sophomore that he wanted to register for the Film Studies course in his Senior year) so he 
conducted an independent project in which he researched Turkish film and cinema. He 
proceeded to hand me a sheet titled, "A Turkish Past: Film and The Industry" which 
outlined the "fascinating history" of the Turkish film industry. He explained that he was 
participating in the Cafe as both "a Kurdish representative in parliament" and himself, 
"because I really wanted to talk to people and tell them about Turkish movies from my 
point of view." Field notes from my observations ofthis April2, 2012 perspective-taking 
exercise state, "engaged students talking to one another about all aspects of culture. 
Students laughing, 'arguing,' and debating. Teachers mingling, but students not simply 
' doing this for teacher/grade' ... only saw one group of students break character." 
One student explained that it could be challenging at times to find articles about 
specific countries. One student opined, "there ' s a lot more out there on places like 
Afghanistan these days" than some of the other countries in the Middle East. However, 
this same interviewee explained that role-playing activities such as the Cafe project and 
the written responses to particular articles were far more rewarding and "fun" ways of 
learning about a region at hand than a more traditional report of events. 
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Interestingly, three of the students I interviewed from the MGC Waitlist also 
stated that they, too, were given assignments to look at current events in their respective 
history and English courses. However, this was not the case for every student on the 
Waitlist; it appears that not every History or English teacher outside of the MGC program 
assigns current event reports. Instead, another three students reported that a current event 
question may be "an extra credit" question on a quiz or test. One student also explained 
that, "we had to do that [write a report on an article] and we also . . . once a week in class, 
there'd be articles and stuff. .. like little snit bits of stuff and we'd read those and discuss 
those as a class." This young man who studies at the Curriculum I level explained that he 
wished that there were more current events, but that he "thinks it's easier when a teacher 
tells you what you're looking for." 
Ten students on the MGC Waitlist also reported that they do not have any current 
events assignments. One young woman studying English and History at the Curriculum I 
level explained that while they sometimes talk about current events in class, they never 
have homework assignments in which they have to find, read, and report on or respond to 
an article about current world events. She explained that while she does not miss extra 
work, she wishes she had more discussion of politics so that she would know and 
understand what people were talking about when an important issue comes up in the 
news: " .. . especially because I kind of fall behind and then one day it's all about all this 
that happened . .. like a big event happened and [I] don't know about it ... I still haven 't 
seen the Kony video." 
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Field notes from 10 observations of non-Many Global Cultures courses reveal no 
discussion of current events. I did see role-playing exercises in the form of acting out 
scenes from Shakespearean works such as A Midsummer Night's Dream. The students 
were expected to direct a chosen scene, dress characters in theatrically appropriate 
costumes, and memorize long dialogues. The assignment was challenging and I observed 
several students helping their fellow classmates with difficult soliloquies and 
monologues. The final presentations were creative, interactive examples of mastery. 
However, despite the success of such role-playing tactics with traditional texts such as 
Shakespeare, none appeared to be used with any of the current event assignments. 
The "Community" and Differentiated Aspects 
Recall that the Many Global Cultures program results in students entering a 
cohort that lasts for sophomore, junior, and senior years. And, classes in all grades are 
multi-leveled. The notion behind this three-year program is two-fold: a) students would 
be able to study global issues in a logical, organized, manner (i.e. World History in 101h 
grade, American History in 11th grade, and Issues of Sustainability in 1 ih grade) and, b) 
students would form a rapport and certain degree of comfort with their classmates 
because of having been in up to seven of the same classes together over the course of 
three years. During the interviews, 13 students in the MGC program and seven students 
on the Waitlist commented that the "community" aspect of the MGC program was 
particularly appealing. Interestingly, many students said that the differentiated aspect of 
the classes added to the success ofthe" learning community." For instance, one student 
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immediately answered that what drew her to the MGC program was that she, "knew it 
was going to be a community ... " She added, " It's very interesting to see how the 
community works, because like the Curriculum I students will ask the questions and the 
Honors will know the answer and the Curriculum II students will think about 
it .. . everyone participates .... " Students in the Global program began using such terms as 
"tight-knit" and "colleagues" when referring to their classes and classmates. Specifically, 
13 students in the MGC program also mentioned how they enjoyed hearing the 
perspectives of many, and the community members "are nice to each other" despite 
various learning styles. 
One female student in the MGC program studying at the Curriculum I level in 
English and the Honors level History elaborated on why the multi-leveled nature of the 
program added to the community feeling of the class: "Because I love to teach, because I 
think it helps me . . . like you have to work in a group a lot, and a lot of the time I have to 
explain something to someone and if I explain it I see that I may not understand it as 
much. So I liked the different curriculum levels." This student also explained how the 
community in MGC goes beyond the approximately 22 students in her class and reaches 
the other "section" ofMGC, as well. She says that she feels that she has a community 
within a large school in which she is comfortable "teaching" and "learning from" various 
peers. And, another student explained that the MGC program is even more diverse than 
the school itself, because, "in Global, there's also Curriculum I and II, so that's more 
interesting and it actually doesn't hinder us at all ... " An Honors student, he went on to 
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say that he actually likes the multi-leveled component because students at other levels 
"add a lot to the discussion." 
This idea of familiarity with one's classmates was echoed by another young 
woman who also studied English at the Curriculum I level and History at the Honors 
level. She stated that what makes MGC "work" is the community-building activities 
such as "bringing our History and English classes together," or the more entertaining 
events such as games and play to "build friendships and develop communication." She 
continued: " .. . we aren' t like scared to ask each other questions or share ideas. And that's 
like really helpful, especially like with the Sophomore Speech when you're like super 
scared. But when you're in a global community, you're like, 'oh, I know him,' so you 
aren't like as nervous." 
While every student interviewed in the Many Global Cultures program stated that 
he or she enjoyed the community aspect of the program, two spoke to the difficulties and 
even frustrations of multi-leveled classes. For instance, one young woman who took both 
English and History for Honors credit explained that while she truly liked being in a class 
with students she would normally not interact with, she noticed that she was often not 
called upon to answer questions. She explained, "it's just sometimes you feel like you're 
less of a priority when you're Honors because you just don't get called on, or if you like 
want help with an essay, like the other curriculum levels normally get priorities over 
you." And, another student who did not study at the Honors level explained that she did 
not "like it when the Honors kids ' teach it."' Here, she was referring to the practice of 
allowing students studying at the Honors level to lead a particular discussion. 
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This topic ofthe possible difficulties of multi-leveled classes was also discussed 
by a student on the MGC Waitlist who was placed in a non-MGC Honors English class. 
She stated that she would not accept an offer to go into the MGC class if she were to have 
the opportunity to be taken off the Waitlist " ... because I really like my class now 
because there ' s no kid who feels like they're dragging the class down. And I really like 
that whenever we're in groups, I'm never like ' I hope I'm not with this person .. .. " ' 
Despite this student' s perspective, this notion of not wanting to work with particular 
people because of curriculum level was never mentioned in any of my interviews with 
MGC students, perhaps because of the community and "friendship" component discussed 
so frequently in the interviews with students in the program. 
Many students from the Waitlist explained that they had registered for the MGC 
program because of a) the opportunity to study two core classes (English and History) in 
a linked fashion but at different levels and b) to have some connection with classmates. 
In fact, many students on the Waitlist said that they registered for Many Global Cultures 
because they had heard that it was "more fun" or because "I liked the idea of two years 
with the same kids ." One student explained that she was disappointed with being on the 
Waitlist because, " ... I'm comfortable saying things if I know that people . .. I think I can 
do better with people I come to know over the year." With the exception of three, all 
students on the Waitlist who were interviewed said that they would still like to be in the 
Global program if offered, and their rationales related to the notion of community. One 
young man said, "Well since my brother got into global. .. , so he says that they do a lot of 
talking in class and they do a lot of communicating with each other and discussions and 
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we don't really do that this year, so I'd like to see like hear what other people think." 
Another student said that he would like to be in Global next year if possible because he 
prefers to work with others versus independently for all projects and assignments. 
One of the three students who said she would not take MGC if offered, originally 
stated that she registered for MGC at the end of her gth grade year because, "I don't know 
just the idea of a multi-curriculum thing, you'd get opinions from all types of people. Just 
like having all different people .... You'd get to know people better, I guess." When asked 
why she wouldn't take Global as an 11th grader if possible, she stated that she wanted to 
take Advanced Placement History as a Junior. She did not speak to any other reason. 
During my observations of the MGC classes, I was unable to tell which students 
studied at the Honors level and which studied at the Curriculum I or II levels. Rather 
than a handful of students talking while the rest of the class listened silently, I witnessed 
more group discussions with many of the students' voices. Rarely in my observations of 
the Global classes did I see lecturing or mere question and answer sessions. Field notes 
from an MGC class on April 30 revealed: "Free range to talk about whatever they want 
[about previous night ' s reading] . Sometimes he gives them guiding questions to go 
with ... at start of each chapter, teacher gives large list of study guide questions to students 
early on ... they may use it in discussions if they want." Students were often instructed to 
break into groups to go over homework, read together, or answer reading questions. In 
such settings I heard comments such as, "I agree with you, Bill" or "Where do you see 
that, Hannah?" Students appeared to call each other by name; this speaks to the existence 
of the sense of community the students interviewed mentioned. One field note from an 
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observation spoke to the idea of group work and the friendliness of students: "Groups 
mixed by gender and ability levels- students working collaboratively, (one group was 
loud/off topic) but friendly to each other." 
This is not to say that the non-MGC classes observed were not interesting or 
informative. Such classes were well planned and efficiently run. However, there 
appeared to be fewer group activities in these classes. For instance, one class had an in-
depth, advanced discussion about a particular text. But students had answered the 
questions individually and then raised their hands to offer their insights to the entire class, 
rather than working collaboratively to reach a response. Interestingly, in one Honors 
level English class, students had to create a visual representation of a theme or motif from 
one of the challenging books in their syllabus. Students had clearly spent a number of 
hours planning for their presentations and I was impressed with the level of thought and 
analyses that went into their reports. Upon the conclusion of the block, many students 
still had questions and ideas for their classmates, but they did not seem to have the time 
or space to further their conversations with their peers. In fact, the teacher even 
apologized for "running out of time," and encouraged the students to talk to one another 
outside of class about topics and themes raised during the individual reports. Some of the 
students who had cited the desire for a sense of community when asked why they had 
registered for MGC were in this class, and perhaps had they been given more time to 
collaborate or converse with their peers about the phenomenal projects they would have 
felt a stronger sense of collegiality. Field notes from another Honors non-MGC class on 
April 30th indicated "students working independently on paper" and "many ask to work 
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in the hallway" in order to work individually, even though teacher had encouraged the 
students to peer-edit, converse, and prepare together. 
Interdisciplinary Education 
All 34 interviewed students discussed the concept of interdisciplinary education. 
Most referred to this as "linked" or "connected" classes, and were referring to courses 
designed to tie the study ofEnglish to the study of History. As mentioned earlier in this 
dissertation, the Many Global Cultures program is interdisciplinary by design. But, there 
are other interdisciplinary courses offered at West Orange High School. The most 
popular non-global interdisciplinary class is referred to as "Linked," and it is first offered 
in the 9th grade. Many of the students interviewed from the Waitlist were currently in the 
Linked class, as they had indicated Linked as their "back-up" choice to the MGC 
program. The obvious difference between Many Global Cultures and Linked is that 
MGC has a global-education focus while Linked does not. Whether the interviewed 
student was in the MGC class, in the Linked class, or in a non-connected English or 
History class, he or she discussed either appreciation for or frustration with 
interdisciplinary education. 
The students in the MGC program, regardless of curriculum level, indicated that 
the interdisciplinary aspect of the program was particularly helpful when learning about 
regions of the world they were not familiar with, or when studying new cultures. Also, 
many of the MGC classes make sure that the History and English curricula are related to 
the same region of the world; for example, students are studying the Middle East in 
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History when reading A Thousand Splendid Suns in English class, or completing a unit on 
Turkey in History when starting The Bastard of Istanbul in English. Such structure 
ensures that students can focus their English classes on discussing specific characters and 
themes, rather than on the background information about a particular country. One 
student explained that MGC classes can do this, "because we know that we already 
learned about it [background information of the setting] in History." Another student 
elaborated on the apparent helpfulness of the interdisciplinary aspect of the Global 
program when he explained why he found the study of The Bastard of Istanbul 
interesting and understandable. He stated, " . . . the thing is someone who doesn't 
understand the history of Turkey or the Armenian Genocide, they might not understand a 
lot of the themes in the book, but thanks to the fact that we've already studied Turkey and 
the Ottoman Empire, it's easier to understand and you can understand the characters 
better." 
Every student interviewed in the MGC program also stated that he or she knew 
his or her History and English teachers planned lessons and activities together. Students 
stated that this not only made for helpful lessons, but also assured that their homework 
assignments and papers would be "connected," ensuring that the content would be . 
connected and the number of actual assignments fewer. One student spoke to the 
helpfulness of the linked nature of the class and actual homework when she stated: "it 
does actually help me a lot because like I said History [homework and tests] is hard for 
me to remember, but when I have a story to link it to, I can think like 'what's happening 
in the book' and that helps me to remember." A student on the Waitlist also spoke to this 
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notion of connecting homework assignments when he explained that he wished he was in 
the MGC program because he had heard that at the end of particular units of study 
students in the MGC classes would "write one big paper or something," rather than two 
separate assignments. 
This concept of linking assignments was later observed when I witnessed final 
presentations in one MGC class during Finals Week. Students in this particular section 
of the MGC program had been assigned the task of suggesting and presenting the idea of 
implementing a branch of a specific corporation in a different country. This was in place 
of a more traditional final exam. Field notes from these June, 2012 presentations 
indicated that students played the part of"NGO worker, company representative, 'friend 
of nature' NGO representative, and company employee." Field notes also indicated, that 
students were required to "prepare written documents and persuasive speeches about why 
a company deserved to be in such places. Students also had to field questions from 
audiences ... questions had not been given to them in advance." One group gave me a 
copy of the "newspaper" they created, The Economic Observer , complete with articles 
titled, "GM Job Creation in China," "Harsh Labor in International GM Plants," "GM's 
Dedication to Improving Life and Culture in China," "Drawbacks Globalization has on 
Social China," "Education: One of GM's Priorities," and "GM- Slave Driver?" to name 
a few. This assignment, like the current events assignments mentioned earlier, utilized 
role-play activity to link subject matter and Final Exam time, allowing students to focus 
on content through research and synthesize material. 
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Almost every student interviewed stated that he or she found the linked aspect 
helpful, but one student spoke to the fact that "I think for my learning style it really didn' t 
have an effect." However, he then went on to state, that, "we started watching Hotel 
Rwanda in History and then I went to the Rwandan genocide talk today and I mean it was 
useful at times because hearing one person's point of view, you don't get the overhead 
point of view so it was nice to have that background history and I was able to sort of like 
follow his time line of events." A student on the Waitlist also expressed the sentiment of 
not finding a linked class helpful. The same student in the Honors English class who 
regretted registering for MGC and was relieved to be placed in a traditional Honors class, 
explained that she enjoys the fact that her classes are not connected:" . .. I think I like that 
all my classes are like normal now." 
In my observations of both the MGC classes and the non-Global "Linked" 
classes, I often heard students referring to what they had recently learned in History 
classes. Saying such things as "Mr. X [History teacher] told us that that really did 
happen," students appeared comfortable with connecting historical events to a fictitious 
character' s actions or comments. The same was true for teachers of the Many Global 
Cultures program and the Linked classes. I witnessed these teachers referring to what 
their "co-teachers" had taught: "Remember what Mr. X told you about Afghanistan? 
Keep that in mind when you read this chapter [in A Thousand Splendid Suns] for 
tonight." Perhaps such cues or reminders of previous lessons lead to the perceived 
helpfulness of the interdisciplinary aspect ofthe MGC program discussed in the 
interviews. 
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The Sophomore Speech 
Every lOth grade student at West Orange High School participates in the 
"Sophomore Speech" unit. Designed to teach public speaking and persuasive argument 
writing skills, this unit has become a hallmark of the Sophomore year. Students are 
allowed to give a speech on any topic they find interesting. In the past, students have 
tackled issues from teen suicide and body image to the death penalty and the importance 
of participation in sports. Students first research their chosen topic then write their 
speech before memorizing it and presenting it to their individual English class. Each 
English class then elects two students to progress to the semi-final round where they 
present their speech to a group of English teachers other than their own. The top scorers 
are then chosen to deliver their speech to the entire school, and a winner is selected by a 
panel of judges including the superintendent and the principal. 
During some of my interviews (those that took place at the time of, or after, the 
Sophomore Speech unit), I asked students what they chose as the topic of their speech. 
Eight students in the MGC classes and 13 students on the Waitlist were asked about this. 
While the topics were quite diverse, students in the MGC program chose more globally 
focused topics than did students in non-Global classes. For instance, one young man in 
the MGC program who studies at the Curriculum I level chose to create a speech about 
the influence of music on societies from around the world. When asked why he chose 
this topic, he explained to me that he really loved music and listening to lyrics in songs, 
and that he thought that it would be interesting to research music ' s "influence on society 
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and stuff." He therefore, "looked at Bob Marley as Jamaican music, and some American 
music, too." Another young man who studies at the Honors level gave a speech on, "If 
we're not educated about people's religions world wide, how that can cost us money and 
physical, has a physical cost." He explained that this topic allowed him to join his 
interest in economics with his interest in world cultures. Finally, one young MGC 
woman's speech about the importance of learning sign language advanced to the 
Sophomore Finals. Her thesis was that people must be able to communicate with each 
other. When asked how, if at all, her participation in the Modern Global Program 
influenced her choice in speech topics, she responded, "then I was trying to think of a 
thesis and I think that the Global part of it helped me realize that the point that, the reason 
why I like sign language is that it connects people." 
The topics chosen by students on the Waitlist were quite diverse, as well. 
However, while they ranged from the discussion of bullying to body image, from the 
value of friendship to dealing with post-traumatic stress disorder, from feminism to sleep 
deprivation, and from taste in music to parental pressure for participation in sport, none 
of the speeches in the control group focused on global issues. Each student said that he 
or she found his or her chosen topic interesting, and that he or she enjoyed the unit 
because he or she was given the chance to explore a unique topic of interest. But, none of 
these focused on global citizenship, communication between cultures, or cultural 
understanding. In fact, when asked if anyone in her class gave a speech on world issues 
or current events, one student from the control group who studies at the Curriculum I 
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level, said, "One of them did on how we're not killing the world; like saying global 
warming doesn't exist. ... [but] I don't think anyone really did that." 
Conclusion 
In conclusion, my analyses of quantitative survey data revealed that students in the MGC 
demonstrated statistically significant differences from their classmates on the global 
competence- global knowledge, global civic engagement- political voice, and global 
civic engagement- glocal civic activism measures. Additionally, my analyses of 
interviews with participating students and field notes from class observations revealed 
current events, role-playing, and multi-leveled classes to be key themes among these 
qualitative data. All of these findings are considered in greater detail in the Discussion 
chapter. 
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Chapter 5: Discussion 
The analyses of surveys, interviews and classroom observations described in 
Chapter 4 offered valuable insights into the effects ofthe Many Global Cultures Program 
upon participating students' global citizenship beliefs and attitudes. Specifically, analyses 
of pre-post survey data revealed that students pruiicipating in the Many Global Cultures 
Program demonstrated statistically significant shifts over the course of the academic year 
in their 1) global knowledge; 2) expected involvement in global political issues, and 3) 
expected involvement in local activities that promote global issues. In this chapter, I 
consider each of these quantitative findings in greater detail by drawing upon the key 
theoretical frameworks presented in Chapter 2 as well as the qualitative findings 
presented in Chapter 4 from observations ofthe Many Global Cultures coursework and 
interviews with both students participating in the program and their wait-listed peers. I 
also draw upon these key theoretical frameworks and qualitative data to consider the 
quantitative measures included in this study's pre-post survey tools for which there were 
not statistically significant differences between participants in the Many Global Cultures 
program and their peers on the waitlist. Next, across all of these quantitative measures 
included in the survey tool, I consider the implications of demographic variables such as 
gender and GPA included in the statistical models presented in Chapter 4 that proved to 
be significant predictors of students' shifts in global citizenship attitudes over the course 
of the academic year. Finally, I conclude with a discussion of the implications of this 
research project for scholars, practitioners and policy-makers. 
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Key Quantitative Findings 
The quantitative analyses reported in Chapter 4 revealed the following three 
measures to be statistically significant: global knowledge, global political voice and 
glocal civic activism. Here, I draw upon qualitative interview and observation data also 
reported in Chapter 4 to discuss how participation in the Many Global Cultures program 
impacted participating students on these three measures. 
Global Competence- Global Knowledge 
Morais and Ogden characterized global knowledge as the display of interest and 
knowledge regarding issues and events around the world. Recall from Chapter 4 that 
OLS regression revealed a significant difference in global knowledge between the MGC 
participants and waitlist participants (p = .02). Moreover, my analyses revealed the effect 
of participation in the MGC program upon students' global knowledge to be a large one 
(Cohen ' s d =.57). In short, participation in the Many Global Cultures program was found 
to have a statistically significant and sizable effect upon participating students' increase 
in global knowledge over the course of the school year. 
While students in both the MGC program and on the Waitlist reported 
assignments in their respective social studies courses related to current events, it was only 
the pupils in the Many Global Cultures social studies courses who described in-depth 
assignments and major projects centered on timely world issues and events. Recall from 
Chapter 4 that all MGC students were asked to follow the news, and a number of Many 
Global Cultures classes required students to "take on" the persona of a particular 
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character in an effort to understand and internalize the material presented in local, 
national, and international news media. Recall as well that many of the MGC students 
who participated in qualitative interviews described their participation in a "Global 
Cafe" during which they had to discuss and debate global issues about a particular region 
of the world while in the character of that a particular type of global citizen (i.e. a Sunni, 
Shia, Wahhabist, Christian, person of middle, upper, or lower class). In contrast, students 
interviewed from the MGC Waitlist, more often than not, reported that they were either 
not required to study world events, or were only assessed on their knowledge of global 
issues in the form of brief, irregular class discussions or extra credit questions on a quiz 
or test. 
Recall from the Literature Review the scholarship surrounding the impact and 
importance of current events and role-play in the classroom. Gehlbach, Brinkworth, and 
Wang (2012) argue that students need to study and understand perspectives different 
from their own in preparation for a more global world. If students are able to recognize 
differing points of view from the information gathered from researched current events, 
they will most likely have a more complete perspective and understanding of the 
curriculum. For, as Pescatore (2008) argues, students must react to what they have 
learned about the world in order to effect true social change. It appears that the teachers 
assigning the "Global Cafe" in connection with the study of current events anticipated the 
benefits of "becoming" a person from a different country; such teachers wanted the MGC 
students to be aware of international affairs, but to be also capable of voicing another' s 
opinions or beliefs about such issues. Such focused, thorough exploration of world 
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events in the MGC program, specifically examined from the perspective of others, 
undoubtedly led the students in the MGC program to a better, more complete knowledge 
and understanding of global issues. 
Civic Engagement- Political Voice 
Political Voice is defined as, "students construct[ing] their political voice by 
synthesizing their global knowledge and experiences in the public domain" (Morais and 
Ogden, 2010, p. 4). In essence, political voice refers to a student's ability to verbalize 
and communicate his or her understanding of world issues to others. Recall from Table 
19 in Chapter 4 ofthis study, OLS regression revealed a significant difference between 
the MGC participants and waitlist participants in their shifts on the global civic 
engagement sub-measure (p < . 05). Specifically, after controlling for students' Time 1 
global civic engagement scores, participation in the MGC program was a significant (p = 
.04) predictor of students' Time 2 scores on the global civic engagement- political voice 
measure. The effect size of participation in MGC upon students' civic engagement can be 
characterized as medium (Cohen's d = .43). In other words, participation in the Many 
Global Cultures program was found to have statistically significant effect upon 
participating students' increase in political voice. 
Perhaps this finding is best understood by considering the MGC students' 
descriptions of the Sophomore Speech unit. Recall that the Sophomore Speech is 
common assessment across all of West Orange's tenth grade English classes in which 
students must voice an opinion on any issues about which he or she is passionate. There 
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are no limits on the topic a student may choose for his or her speech, but rather only 
guidelines for the length of the address and lessons on how best to deliver a speech in 
regards to eye-contact, posture, voice, and poise. 
When given the opportunity to voice an opinion on any topic they chose, none of 
the students on the MGC Waitlist who participated in qualitative interviews chose to 
focus on a global issue. On the other hand, 6 of the 8 students in the MGC program who 
participated in qualitative interviews and were asked about the topic of the speech 
explained that they focused their sophomore speeches on such topics as world languages, 
music, and religions. These interviews revealed that, when given the opportunity to voice 
an opinion on world issues, the students in the Global program were more eager and 
comfortable to address global political topics than their counterparts on the Waitlist. 
Perhaps this pattern is best understood through the lens of Mansilla and 
Gardners' (2007) global education framework. These scholars studied a number of areas 
of global education; for the purposes of discussing the political voice measure, particular 
attention needs to be paid to the qualities of"global understanding' and "global self." 
The sophomores who chose a globally-focused theme for their presentation were clearly 
able to think about the world after conducting research on their topic. This is, by 
Mansilla and Gardner's definition, "global understanding." Then, once these students 
were able to consolidate and digest the material, they were able to act upon this 
understanding to demonstrate their civic commitment to sharing this understanding with 
their own community in a very public setting. Such action can only be defined as 
awareness of "global self." Recall, that the quality of global self speaks to one's 
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"membership in humanity that guides our actions and prompts our civic commitments" 
(Mansilla & Gardner, 2007 p. 58). The Sophomore Speech can best be defined as a 
microcosm for MGC students' desire to research, analyze, and share globally-focused 
issues. Students who do so are therefore not only aware of world events, but also aware 
of their global self. 
Interestingly, perhaps another aspect of the MGC program that can shed light on 
this statistically significant finding is the multi-level structure of the classes within the 
Many Global Cultures curricula. Many MGC participants commented in their interviews 
about the differentiated instruction of their global education classes. And, while MGC 
interviewees often pointed to this classroom design as a reason why they had registered 
for the program in the first place, what is arguably most important to understanding the 
statistical significance of the Global Political Voice measure is what these participants 
said about community and comfort. The students in the Many Global Cultures program 
discussed how they felt familiar with their classmates. As mentioned in the Findings 
Chapter, one student specifically mentioned the Sophomore Speech in relation to the 
community aspect of the MGC program:" ... we aren't like scared to ask each other 
questions or share ideas. And that's like really helpful, especially like with the 
Sophomore Speech when you're like super scared. But when you're in a global 
community, you're like, 'oh, I know him,' so you aren't like as nervous." Apparently, 
students feel the connection between differentiated instruction and comfort with peers. 
And, if political voice is categorized as being able to synthesize global information and 
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being comfortable with addressing it in a public setting, then perhaps the differentiated 
structure of the program directly added to participants' senses of global political voice. 
Global Civic Engagement- Glocal Civic Activism 
One of the major objectives of education is to produce students who will not only 
know about world events, but will also do something with that knowledge. The third key 
quantitative finding reported in Chapter 4 pertained to the "glocal civic activism" 
measure on Morais and Ogden's Global Citizenship Scale. Recall that glocal civic 
activism measures a student's engagement in local activities that promote global issues. 
As is evident in Table 21 of this dissertation, OLS regression revealed MGC participants 
demonstrated statistically significant shifts over the course of the 2012-2013 school year 
in glocal civic activism in comparison to their peers on the program's waitlist. The effect 
of participation in the MGC program upon students' glocal civic activism can be 
characterized as a medium one (Cohen's d = .49). Ultimately, being a student in the 
Many Global Cultures program was found to have statistically significant effect upon 
participating students' increase in glocal civic activism. 
Qualitative interviews with MGC participants and their peers on the waitlist 
revealed numerous students in both groups who reported that they cared about the world 
. and desired to travel. However, as reported in Chapter 4, students in the MGC program 
described far more developed plans for international travel. They often spoke about their 
plans to travel to and even volunteer in 3rd world countries, or locales that were not 
tourist destinations. Furthermore, they, more often than their counterparts on the MGC 
133 
Waitlist, articulated plans for community service initiatives that had a global element 
versus a more traditional form of volunteerism. 
Field notes from observations of the English and social studies classes in the 
MGC Program offer insight into this distinction between the two sets of students. In 
many ofthe MGC classes observed, teachers referred to upcoming local events (in the 
school, town, or Boston) that would elaborate on the current lessons taught in their 
classrooms. For instance, one set of Modern Global classes had an on-line social network 
set up for the sole purpose of furthering discussions started in class or posting local 
events, symposia, or articles relating to global issues. In another MGC English class in 
March of 2012, a teacher informed students of an international film festival that may 
appeal to the students' growing interest in international culture. These pedagogical 
interactions offer insight into the heightened commitment to glocal civic activism 
demonstrated by students in the Many Global Cultures Program. Recall from Chapter 2 
that Boix-Mansilla and Gardner (2007) offered a conceptual map that divided the 
teaching of global education into four areas: economic integration, environmental 
stewardship, cultural encounters, and governance and citizenship ( p. 52). Most useful for 
shedding light on the heightened glocal civic activism of MGC participants is the 
components of these scholars' framework focused on "cultural encounters" and 
"governance and citizenship" . "Cultural encounters" refers to how citizens, 
communities, and groups interact, and "governance and citizenship" focuses on 
awareness of human rights around the world and strife within governments. Since these 
issues are often at the center of the lesson plans in the Many Global Cultures program, 
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students are not surprisingly urged to consider why particular events happen in particular 
parts of the world. And, once this is pondered, students are then encouraged to think of 
ways in which they can be part of the solution, or at least seek more information about an 
injustice, strife, or relationship. Perhaps this is best exemplified by one particular MGC 
student. 
Recall the young man described in Chapter 4 who was watching Hotel Rwanda in 
his Global class. He became interested in the historical events documented in that film, 
so took it upon himself to attend a "Genocide Lecture" that took place at the school 
weeks later. Despite the fact that he would receive no academic credit for his 
participation, he found a local event that furthered global understanding and a global 
agenda- the very definition of "glocal activism." Since his teacher subscribed to 
Mansilla and Gardner's conceptual map, this student was exposed to the film and the 
subsequent discussion panel. 
Measures with Statistically Significant Demographic Controls 
Although there were no statistically significant differences between MCG 
participants and wait-list participants on measures of global justice, global empathy and 
global interconnectedness, analyses of these three measures did reveal that demographic 
controls such as gender and grade point average (GPA) predicted students' shifts on these 
measures over the course of the academic year. Below, I offer discussions of why such 
demographic controls may have predicted these particular measures. 
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Gender and Grade Point Average 
Global justice and disparities refers to a student's ability to recognize examples of 
injustices and disparities throughout the globe (Morais and Ogden 201 0). As noted above, 
regression analyses revealed that gender was a significant predictor of students' shifts in 
global justice and disparities (p = .02). Specifically, girls in both the MGC program and 
on the MGC waitlist demonstrated, on average, larger shifts on this measure over the 
course of the academic year than their male classmates. 
Morias and Ogden (20 1 0) describe altruism and empathy as students ' ability to 
"examine and respect diverse perspectives and construct an ethic of social service to 
address global and local issues" (p. 4) . With this definition in mind, it is perhaps 
disappointing that students in the globally focused MGC program did not demonstrate 
significant shifts on this measure in comparison to their peers on the waitlist. However, 
analyses did reveal that a student's gender was a significant predictor of participating 
students ' shifts in altruism and empathy (p = .01). Specifically, girls in both the MGC 
program and on the MGC waitlist tended to show larger shifts in attitudes towards 
altruism and empathy over the course of the academic year than their male classmates. 
Finally, recall that global interconnectedness and personal responsibility refers to 
the "interconnectedness between local behaviors and their global consequences" (Morais 
and Ogden, p. 4). Although regression analyses did not reveal significant differences 
between MGC participants and wait-listed students on this measure, these analyses did 
reveal that a student's gender and grade point average- included in the model as 
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demographic controls- were both significant predictors of students' shifts in global 
interconnectedness and personal responsibility (p = .01). Specifically, being a girl and 
having a higher GP A were found, on average, to be associated with greater shifts in 
global interconnectedness and personal responsibility. As noted in Table 9, the 
combination of these variables accounted for approximately 34% of the variance in 
participating students' Time 2 global interconnectedness and personal responsibility 
scores. 
Perhaps these findings are best understood through the lens of the robust body of 
research detailing the connection among empathy, altruism, and gender. Recall from 
Chapter 2 that many scholars have found patterns linking one's gender to one's level of 
empathy (Klein and Hodges, 2001; Schieman and van Gundy, 2000; Toussanit and 
Webb, 2005;). Such findings shed light on the data in this study that reveal female study 
participants to demonstrate greater shifts in empathy, justice, and personal responsibility 
than their male peers. Specifically, it appears that girls both in the MGC program and on 
the Waitlist possessed a stronger sense of altruism and responsibility than their male 
peers to identify and rectify disparities in justice around the world. 
Although not the primary focus ofthis study, patterns did emerge in the 
qualitative interviews with MGC and wait-list participants that underscore these 
quantitative findings. Specifically, the male students participating in interview tended to 
focus their descriptions of the political issues in which they were most personally 
invested on the economy, environment, and health care policy. In contrast, female 
students tended to address issues such as civil rights and issues of equality. For example, 
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one young woman in the MGC program explained that she paid particular attention to 
politicians' discussion of rights. She stated, "[I listen to] Like what rights or what things 
they're going to be promising, or what are they going to do to make our lives better or 
more beneficial." Another young woman explained that she pays most attention to the 
ways in which a politician can unite a community even under the most difficult, horrific 
circumstances: "I really don't like listening to politics, but I really enjoy like seeing how 
different people respond to ... this is going to sound strange ... but like crises and stuff so 
like all the tornados and earthquakes, and tsunamis and how people all can come together 
as one. I like seeing how people can come together to worked as one." In these 
explanations, one can see that the female students participating in the study tended to 
express greater interest in the political and global issues that focused on personal rights 
and human interaction than their male counterparts. 
The other finding reported above that students' grade point average was a 
significant predictor of shifts in feelings of global interconnectedness and personal 
responsibility also finds support in the existing research literature. Specifically, this 
significant relationship between academic achievement and global interconnectedness 
may be best understood in light of the literature surrounding character strengths and 
academic achievement (Caprara, Barbaranelli, Pastorelli, Bandura & Zimbardo, 2000; 
Green, Forehand, Beck, and Vosk, 1980; Feshbach and Feshback, 1987; Parker, Creque, 
Barnhart, Harris, Majeski, Wood, Bond, and Hogan, 2004; Seider, Gilbert, Novick, and 
Gomez, 2013). Specifically, a number of these scholars have found strong associations 
between academic achievement and feelings of empathy. Perhaps then, the relationship 
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between global interconnectedness and grade point average is mediated by feelings of 
empathy. In other words, if the students with higher levels of academic achievement are 
more likely to empathize with others, then perhaps it makes sense that these students 
were also more likely to be able to connect and understand those around them. 
Non-Statistically Significant Measures 
In considering the effects of the Many Global Cultures Program upon 
participating students, it also seems worthwhile to consider the measures of global 
citizenship for which MGC participants did not show statistically significant differences 
from their peers on the program's waitlist. These measures included intercultural 
communication, global civic involvement, and global self-awareness. Here, I consider 
these null findings in greater detail and discuss why the MGC program may not have 
affected participants' shifts on such measures. 
Global Competence- Intercultural Communication 
Morais and Odgen define "intercultural communication" as a student's ability to 
"demonstrate an array of intercultural communication skills and [to] have the ability to 
engage successfully in intercultural encounters" (p. 4). Recall from Chapter 4 that OLS 
regression revealed no shifts on the intercultural communication measure that differed 
significantly between students in the MGC program and students on the waitlist (p = 
.67). 
While it may seem surprising that students in a globally-focused class became no 
more comfortable over the course of the academic year with intercultural communication 
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than their peers on the waitlist, perhaps this finding is best understood by examining the 
qualitative interviews with MGC participants. When asked how many students had 
traveled abroad, many students reported that they had traveled outside the United States 
but, in the words of one participant that echoed the sentiment of many students, "only on 
a cruise, not like anything important." Or, as another young woman stated, "I'm 
definitely going to go abroad when I'm in college, but it's really hard to do that now 
because of work and schedules and stuff." It appears from these and other explanations 
during the qualitative interviews as if many of the students associated "intercultural 
communication" with actual travel; perhaps they believed that the only true way to 
communicate with people from other countries is to visit a different country and 
experience the language, culture, and community of those living there. 
Perhaps another reason for this fmding is the actual design of the Many Global 
Cultures program. While MGC classes are organized around English, History, Biology, 
and Sustainability, there is no world language requirement. That is to say, while many 
students in the MGC program may study any of the world languages offered at the high 
school - Spanish, French, Chinese, American Sign Language, or Russian- they are not 
required to do so in order to remain in the MGC program. In fact, in various interviews, 
students mentioned how they wished to further their study of a world language in a more 
formal way in college. It was during such discussions that they eventually turned the 
conversation to their desire to travel and study abroad. 
Interestingly, the West Orange faculty members who founded the Many Global 
Cultures Program did in fact recognize the importance of a world language component 
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for strengthening participating students' intercultural communication abilities. A Spanish 
teacher was involved in initial meetings to discuss and plan the inclusion of world 
language classes in the Many Global Cultures Program; however, due to the multi-
leveled nature of the MGC classes and the difficulty in scheduling such courses in all 
language classes, world languages did not become a core class of the MGC program. 
Perhaps the inclusion of world language study into the Many Global Cultures Program 
would allow the program to exert a more powerful effect upon students' confidence in 
their intercultural communication abilities . If such an addition were to be made, then a 
world language teacher would be involved with the planning of MGC lessons, projects, 
and events. This would ultimately ensure that students in the MGC program would have 
language at the heart of their daily lessons, as their world language classes would be 
"linked" to their English, history, and Biology classes. This would most likely help, as 
learning a world language has many benefits to students. Research suggests that studying 
a foreign language from an early age helps to increase achievement in reading and math 
(Hostler Stewart, 2005). And, studies also suggest that world language learners also have 
more positive attitudes toward the speakers of the language they are learning than those 
who are not studying that language (Bamford & Mizokawa, 1989; Riestra & Johnson, 
1964). 
Global Civic Engagement- Civic Involvement 
Morais and Ogden explain that global civic involvement occurs when "Students 
engage in or contribute to volunteer work or assistance in global civic organizations" (p. 
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4). Recall from Chapter 4 that OLS regression revealed no significant difference between 
students in the MGC program and students on the waitlist in their shifts on the civic 
involvement sub-measure (p = .66). Therefore, participation in the MGC program was 
found to have no statistically significant effect upon participating students' increase in 
civic involvement. 
At first glance, this null finding might seem to be at odds with the finding 
discussed above that MGC participants demonstrated significant shifts in glocal civic 
activism in comparison to their peers on the waitlist. In reconciling these two findings, it 
is first important to recognize the difference between what Morais and Odgen refer to as 
"civic involvement" and what they characterize as "glocal civic activism." Put simply, 
the difference lies in action. Students who demonstrate high levels of global civic 
involvement volunteer specifically for global associations. In contrast, students 
demonstrating high levels of "glocal activism" "engage in purposeful local behaviors 
that promote global agendas." In other words, while students may participate in regional 
activities that promote international agendas, they do not necessarily participate in, 
formal, structured globally-focused organizations. In the paragraph below, I consider why 
the MGC program may not have had significant effect upon participating students' 
commitment to global civic involvement despite influencing their interest in glocal civic 
activism. 
As mentioned earlier, some students referred in qualitative interviews to their 
genuine desire and specific plans to study abroad and participate in more globally-
focused activities once in college. This is reportedly due to their lack oftime and high 
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level of stress while in high school. However, many of the students, while involved in 
volunteer organizations, are not required to fulfill a "service requirement" through the 
MGC program or the school in general. Despite the fact that more MGC students than 
Waitlist students voiced specific plans for participation in volunteerism groups and 
community service organizations after graduation, none were required to do so regardless 
of their involvement in an internationally-focused curriculum. Perhaps ifthe MGC 
program did have a service-learning fulfillment, students in the MGC program would 
have showed an increase on the involvement in civic organizations measure. The robust 
body of scholarship surrounding service-learning and community service participation 
speaks to the importance and impact of such requirements. Students in classes with a 
service-learning component report an increase in competence, self-efficacy, and 
attainment of job-skills for future careers (Bradley & Saracino, 2013). And, while more 
studies have focused on college level classes with service-learning components, studies 
do show that middle school pupils benefit from service-learning as well. Specifically, 
participants in a service-learning class showed significantly higher scores on the 
"Leadership" measure in one recent study (Richards, Cornelli Sanderson, Celio, Grant, 
Choi, George, & Dean, 2013). 
Research also indicates that, "students involved in service-learning projects 
exhibit more compassion and gain greater insight and ability to solve the social problems 
that they encounter during the service-learning experience" (Bradley & Saracino, p. 42). 
Perhaps if the students in the Many Global Cultmes program were required to fulfill a 
service-learning project, they would be more interested and involved in the community. 
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And, after gaining the interest in the community, perhaps they will be more able and 
eager to rectify any problems they see. 
Global Competence- Self-Awareness 
Recall that Morais and Ogden define globally competent students as ones who, 
"recognize[ s] their own limitations and abilities for engaging in intercultural encounters" 
(p. 5). Statistical analyses reported in Chapter 4 revealed no significant difference 
between students in the MGC program and students on the waitlist in their shifts on the 
self-awareness sub-measure (p = .21 ). 
This finding is a somewhat surprising one, as students participating in the Many 
Global Cultures Program appeared to be quite aware of their limitations when asked in 
interviews about their knowledge of world events and involvement in global action. In 
fact, many of the MGC participants interviewed qualified their specific plans for study 
abroad or travel by stating that they wished they could do more now, but were unable to 
do so due to the academic demands and schedules of high school. Students were at times 
almost self-deprecating when explaining their current involvement in intercultural 
experiences. One student even criticized her ability to speak three languages saying, 
"But I'm really bad [at the Mandarin] ... if I went to China I would want to work on that 
because I can't read at all." This young woman later went on to clarify that she could in 
fact read Mandarin, but not as well as she would like; she was quite self-aware of her 
strengths and limitations regarding global awareness and communications. 
Other students in the MGC program also appeared to be highly aware of their 
limitations. One young man explained that he was unable to go on a service trip with his 
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temple because he was too young. He explained that he regrets not going, as he feels as 
if he would have known more about the world and could have done something "there." 
It is an interesting finding that students who appeared so self-aware when 
interviewed did not show statistically significant shifts on the self-awareness scale. The 
qualitative data gathered therefore complicates this quantitative finding by offering 
insights into how these participants understand "self-awareness." Perhaps future research 
can focus solely on a global citizen's perceived sense of self, paying particular attention 
to Mansilla and Gardner's (2007) conception of global education theoretical framework, 
which includes detailed analyses of"global self." Remember that "global self' speaks to 
one's "membership in humanity that guides our actions and prompts our civic 
commitments" (Mansilla & Gardner, 2007 p. 58). Clearly, the students interviewed 
appeared quite conscious of their need to participate in humanitarian initiatives and stated 
that they were committed to focusing on global issues currently and in the future. 
Perhaps students are "hard on themselves" when it comes to self-evaluation or describing 
their self-awareness. And, perhaps future researchers could frame quantitative questions 
to include questions that capture current and future "intercultural encounters." 
Key Qualitative Findings 
In the preceding sections, I have sought to draw upon qualitative interviews and 
observations of the Many Global Cultures Program to analyze and interpret the 
significant and non-significant quantitative findings. There were also, however, several 
key qualitative findings that were important in and ofthemselves for considering the 
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effect ofthe Many Global Cultures Program upon participating students. Specifically, I 
discuss here how definitions of global education and global citizenship differed between 
MGC participants and their peers on the waitlist. I then discuss the finding that many 
students in the MGC program mentioned the sense of "community" as a significant 
aspect of their global education experience. 
Defining Global Citizenship 
Students on the MGC Waitlist and their MGC counterparts describe global 
citizenship quite differently, and, in so doing, reflect different understandings of their role 
in promoting global citizenship. Specifically, students in the Many Global Cultures 
program report that it is the responsibility of a global citizen to take action to somehow 
better the problems of the world. Students on the MGC Waitlist report that a global 
citizen would know about world events; few students on the Waitlist, however, reported 
"action" as a characteristic of a global citizen. 
These differing definitions of global citizenship from students in the MGC 
program and those on the Waitlist offer insight into the ways in which the students 
understand their role in the world in which they live. Namely, the conception of global 
citizenship offered by students in the Many Global Cultures Program seems to reveal a 
deeper sense of connection-and responsibility to engage with-the global injustice and 
issues impacting citizens across the world. In this way, students in the Many Global 
Cultures program adhere to the more recent definitions of global education addressed in 
Chapter 2, specifically those offered by Boix-Mansilla and Gardner (2007) and by the 
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Commonwealth of Australia (www.globaleducation.edu.au), which include elements of 
action and awareness of personal role in global affairs. Conversely, the definitions of 
global citizenship offered by the students on the Waitlist, seemed to be more aligned with 
early definitions of global education, such as those offered by Tye and Tye ( 1992) and 
Alger (1984). These definitions, while important and accurate, focus primarily on 
awareness and understanding of the world versus personal action. 
Differentiated Education Leading to Sense of Community 
Arguably one of the most notable characteristics of the MGC program is its multi-
leveled, heterogeneous structure. And, as indicated above, many students who 
participated in interviews pointed to this heterogeneous structure as having attracted them 
to the program or having added to their enjoyment of the program, primarily because it 
bought a diverse group oflearners together to form a cohesive community. Specifically, 
recall from Chapter 4 that 13 students in the MGC program and seven students on the 
Waitlist commented that the "community connectedness" aspect of the MGC program 
was particularly appealing. Interestingly, many students said that the differentiated 
aspect of the classes added to the success of the " learning community." Students in the 
MGC program went on to discuss how this pedagogical approach to teaching these 
classes led to a sense of connectedness or familiarity with MGC classmates. Participants 
of the program spoke to their comfort with voicing opinions or asking a question in front 
of their classmates because of the connection they had with students who learned at 
different speeds and at different levels. It is apparent that the multi-level structure of the 
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Many Global Cultures class added to participants' senses of connectedness, belonging, 
community, and academic success. Unprompted, students discussed this as an original 
attraction to the program and later a perceived benefit to their global education 
experience. This finding speaks directly to the data offered in the Literature Review 
regarding "detracked classes" and heterogeneous ability groupings. Specifically, a 
number of scholars have pointed to the academic benefits of heterogeneous classes. 
(Garrity, 2004). And, research has indicated that detracking classes in even the most 
challenging courses can increase test scores of middle- achieving and low-achieving 
students (Boaler, 2006; Boaler, 2011; Boaler & Staples, 2008). Perhaps most applicable 
to the findings in this dissertation is what Boaler (2006) refers to as "relational equity," 
the phenomenon that through heterogeneous grouping and detracking students "learned to 
appreciate the contributions of different students, from many different cultural groups and 
with many different characteristics and perspectives" (Boaler, p. 8). "Relational equity" 
therefore appeared to be a prominent characteristic of the MGC participants' experience. 
In this way, then, perhaps the heterogeneous structure of the classes that comprised the 
Global Communities Program served to underscore the global citizenship themes and 
skills being taught in these classes. 
Implications 
· In this study investigating the effects of the Many Global Cultures Program upon 
participating West Orange students, I have sought to carry out a highly robust study of 
global citizenship programming in order to inform the work of scholars, practitioners, and 
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policy-makers. In these final pages, I consider the implications of this study' s findings for 
each of these sets of stakeholders. 
It is evident from this study that the Many Global Cultures Program at West 
Orange High School had an effect on participating students' sense of global citizenship. 
Specifically, on the global knowledge, global political voice, and glocal civic activism 
measures, students in the MGC program showed statistically significant shifts over the 
course of the academic year in comparison to their peers on the program' s waitlist. In 
essence, the MGC is affecting the way participants see and understand the world and 
their role in that world. Future researchers, educators, school administrators, and 
educational policy makers should therefore consider components ofthis program in order 
to replicate student successes or increase students' senses of global citizenship. 
Implications for Future Researchers 
This study revealed the effects of global education coursework upon participating 
students' senses of various components of global citizenship over the course of one 
academic year in one public high school. Future research could build upon this work by 
focusing on three important dimensions: 1) long-term effects of global citizenship 
programming; 2) the impact of global citizenship programming on students ' actions 
rather than their attitudes; and 3) skills or content that students may not be accessing 
when considering fields such as English and Social Studies through a global citizenship 
lens. 
First, future researchers could track the students in this (or other) global education 
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programs for more than one year. Such information would add to the growing body of 
literature around global citizenship education, for scholars would then be able to identify 
when and how global citizenship changes or develops. For instance, such researchers 
would possibly be able to identify if students' concepts of global citizenship continue to 
change and develop and if students become more involved in globally-focused endeavors 
as a global education program progresses 
Second, future studies focusing on the actions taken by students in a global 
education program would add much to the robust body of literature surrounding global 
citizenship education. Studies focusing on what students in global programs are actually 
doing versus how they view and understand global citizenship would help educators a 
great deal. Having such information would ultimately help schools and teachers create 
programs that would lead students to action and involvement. 
Finally, researchers might also investigate what content is not taught when global 
issues are the focus of a curriculum. Therefore, policy-makers would be able to identify 
what information, if any, students are not gaining access to when looking at literature, 
history, and science through a solely global lens. 
Implications for Educators 
As Boix-Mansilla and Gardner (2007) point out, determining when and how to 
teach global issues is a great challenge. Therefore, teachers interested in replicating a 
program like the Many Global Cultures program, would be wise to consider Boix-
Mansilla and Gardner's 2007 framework regarding how best to conceptualize 
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globalization. As discussed above, the ways in which a teacher or a globally-focused 
class approaches the subject matter and assignments given can ultimately "make or 
break" the ways a student will be introduced to global concepts. Specifically, educators 
need to incorporate current event assignments and role-playing initiatives if they wish to 
give students the opportunity to both know and internalize the often complex realities of 
global issues. 
The field notes gathered during observations of the Many Global Cultures classes 
also highlight the need for a teacher of a global class to be able to connect books and 
units to world issues. In other words, such teachers should be willing to allow a 
conversation or discussion to include student questions about the relevance of a particular 
text to the world around them. The students interviewed for this study stated that they 
most appreciated the context a particular text was given. They claimed that knowing 
about a region, current event, or political movement added to their understanding of a 
character or text at hand. Those teachers willing to give fewer traditional assignments, 
such as the MGC teachers who allowed for a class ' s final exam to be a linked 
presentation on globalization, gave students the opportunity to synthesize their 
knowledge of world issues and events and ultimately voice their analyses of such 
phenomena in a public setting. 
As the quantitative findings from this dissertation highlight, there is perhaps a 
need for a community-service and world language requirement, as well. This is evident 
from the null effects in the "intercultural communication" and "civic involvement" 
measures. If teachers are interested in improving upon the program discussed in this 
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study, the additions of such course requirements would most likely strengthen students ' 
intercultural communication and civic involvement, leading to more complete global 
citizens. For, if students had access to world language education and community service 
initiatives, perhaps their self-perceptions of communication and involvement would 
change. Perhaps they would report having a higher confidence in communicating with 
and being affiliated with a variety of citizens around the world. 
Implications for School Administrators 
The role of school administrators is paramount to the implementation and success 
of any global education program. Without the support of principals, superintendents, and 
other school leaders, global education programs could be nonexistent in American k-12 
schools. First and foremost, school administrators need to understand the importance of 
professional development focused on global education. The Office of International 
Education Programming Services (IEPS) under the Obama Administration is working 
with schools and administrators to create such professional development opportunities 
that highlight the importance of global education initiatives. School leaders need to take 
advantage of such resources and empower teachers to create and instruct global education 
courses. 
It became clear from the interviews and field notes gathered in this study that 
students in the MGC program felt connected to their teachers and MGC classmates. 
Students in the program spoke to the feeling of "community" and "belonging" that they 
experienced in their MGC courses. According to these students, this sense of 
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connectedness was due in large part to the mixed-level structure of the course and the 
communication between MGC teachers. Field notes highlight this notion of community 
and communication, as they often included observations about the familiarity and 
apparent camaraderie among MGC students. With the ever-growing sense of student 
disillusionment and reports of bullying scenarios in American K-12 schools, 
administrators should consider the possible benefits of smaller learning communities and 
mixed-level classes. While the literature shows that detracking and heterogeneous 
classroom grouping is far from foolproof, students in the study identified it as a 
contributing component of their global citizenship. Bealer's (2008) discussion of 
"relational equity" therefore relates to global citizenship and, perhaps most specifically, 
to the very structure of the MGC course. For, as the students are learning about various 
cultures and ideas from around the world, so too are they learning with diverse learners in 
their own classroom. The multi-leveled design of the course appears to underscore the 
content and skills being taught. 
Policy-Makers 
Without funding and support from policy-makers and government officials, very 
few educational initiatives can be successful. As the review of the policies around global 
education in Chapter 2 highlight, various presidential administrations and state 
representatives have focused time and resources to promote global education initiatives. 
Yet, despite reports that American students are ill prepared for the world they will enter 
after matriculation (Wagner 2008), global education courses are still not a mandatory 
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requirement for graduation in the United States. 
Policy-makers, particularly those at the national level, need to encourage and fund 
research studies that examine and measure students' global awareness and citizenship 
over time. For, as this study indicates, there are global programs in isolated American 
schools that are impacting elements of students' senses of global citizenship. With such 
information, policy-makers now should investigate how to replicate the elements of such 
programs that are successful and improve upon the components of such programs that 
seem ineffective. Specifically, policy-makers need to dedicate time and funding to learn 
how to improve students' ability to communicate and become civically involved. 
Conclusion 
This study offers insight into one school's approach to offering its students a 
multi-discipline, multi-grade global education program. And while the results do not 
show statistically significant findings on every one of the measures on Morais and 
Ogden's Global Citizenship Scale, qualitative and quantitative evidence points to the fact 
that global education did have a profound impact on many of the participants. Moreover, 
students from both the control group and the MGC program reported a desire to know 
more about various cultures and to learn about their role in the world around them. 
Schools throughout the nation should recognize this interest and consider the benefits and 
limitations of global education initiatives. 
The world is growing smaller and more interconnected each year. Whether to 
strengthen students' job-market competitiveness or to promote awareness of global 
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cultures, American schools must acknowledge the importance of global citizenship 
education. For if they do not, students may be less able to contribute to their own 
community and the global community. If they produce students who are apathetic to 
non-Americans, or who believe that their culture is "better" than that of others, schools 
are not meeting what many consider to be a serious educational responsibility -
producing civic-minded, people who can function as part of a larger worldwide 
community. As Wagner (2008) argues, the "old world" is over and the "new world" has 
begun. It is time for schools to recognize the possible and proven advantages of global 
citizenship education at the K-12 levels. 
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Appendix A: Description of Many Global Cultures Program: 
"Program of Study Course Booklet, West Orange High School, 2011" 
Students graduating from high school today are entering a world that is 
increasingly interconnected. Our curriculum needs to meet this challenge and prepare 
students to be global citizens. The Many Global Cultures Program is a three-year, 
interdisciplinary curriculum that helps students to understand the issues that are facing 
our world. It provides an opportunity to learn the traditional curriculum in 1Oth and 11th 
grade, but also focus on global issues and active engagement with the world. 
In their senior year, students have the opportunity to take "globally focused" electives 
and complete a project that uses their knowledge in a practical global application. This 
experience can take the form of an international experience or local experience with 
global implications. Teachers work with students to develop projects that meet the 
requirements of the Global Competency Certificate, issued by the Many Global Cultures 
Program. This certificate is based on the EdSteps ProjeCt and Asia Society Partnership for 
Global Learning. 
1Oth Grade Many Global Cultures 
11th Grade Global Communities 
12th Grade Electives (Shakespeare in the World & Sustaining Global Communities) 
All courses in the Global Communities program are multi-level (Honors, Curriculum 1, 
Curriculum 2), and interdisciplinary (History and English). 
As compared to students in "linked" and regular classes: 
* students in the MGC program report they have a higher degree of respect for one 
another. 
* feel better about classroom rules. 
* feel that individuals can play a part in protecting others from human rights abuses. 
* believe that American pop culture is shaping attitudes around the world. 
* believe that scientists have a consensus that global warming is occurring. 
* believe most strongly that global warming is a threat. 
In the Many Global Cultures Program, there are strong indicators that there is a high 
demand for these types of programs and student achievement is positively affected. We 
have found: 
* There is high student interest in enrolling in Global Cultures course: Over 150 
students wanted to enroll in the first year of the program, but there was only room for 44 
students. 
* There is a high retention rate in the program. Over 80% of the students stay in course 
for all three years and each of the openings were filled with new students. 
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* Absenteeism is lower in the MGC Program than in the general student population. 
(In the first year ofthe program the rates were 4.3% for the general population versus 
3.5% for Global students. A difference of .8%. In the second year of the program, the 
difference increased to 1 %.) 
Furthermore, students in the Many Global Cultures Program had higher 2008 MCAS 
ELA scores than the rest of the student population: 
Category Advanced Proficient Needs Advanced & 
Improvement proficient 
Global 51% 46% 3% 97% 
WOHS 39% 53% 8% 92% 
District 37% 52% 9% 89% 
State 24% 51% 21% 75% 
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Appendix B: Informed Assent and Consent Forms 
Informed Assent Form 
Boston University 
RESEARCH ASSENT FORM 
Title of Project: The Effect of the Many Global Cultures Program on Students' 
Global Citizenship 
Principal Investigator: Meaghan McCormick Martin 
Study Background and Purpose 
You are asked to participate in a research study on global citizenship. You are being 
asked because you are a lOth grade student at West Orange High School. 
A research study may be like a science experiment or collecting information to solve a 
mystery. I am doing this study to learn more about global citizenship. While I am a 
teacher at West Orange High School, this research will be used toward my doctoral 
degree at Boston University. After I tell you about it, I will ask if you'd like to be in this 
study or not. 
What Happens in this Research Study? 
All students in the 1oth grade at West Orange High School will be asked to complete two 
surveys, one at the beginning of the school year and one at the end. The surveys will 
have a number of statements about global citizenship. You will indicate to what extent 
you agree or disagree with the statements. Each survey will last for 15-20 minutes and 
will take place in your English class. 
In addition, if you are participating in the Many Global Cultures Program, or if you are 
on the Many Global Cultures Program waitlist, you may be asked to participate in an 
interview. Twenty students in the program and twenty students on the waitlist will be 
asked to participate in an interview. The interview will ask you additional questions 
about what you think about global citizenship. The interview will last about 20-25 
minutes and will take place during school hours. 
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Risks and Discomforts 
You may be worried that you don' t understand what global citizenship is or that you may 
give the wrong answers when completing the surveys or interviews. There is no right or 
wrong answer to questions on the surveys or interview. You will not be graded in any 
way. 
Benefits 
You will not benefit from this project. Even though you might not benefit, if you 
participate in this research it could help others understand more about how students ' 
perceived global citizenship and the effectiveness of global education on global 
citizenship. 
Costs/ Payments 
The only cost to you for this research is your time. You will not be paid to participate in 
this research study. 
Confidentiality 
I will do my best to keep the information that you tell me private. I will explain to you 
how I will do this. I will tell you if I plan to tell your parents, teachers or others any 
information that I learn from you while doing this research. If you are selected to be 
interviewed I will record our conversation. However, you can stop the recording at any 
time without any penalty. Also, your name will not appear on the recording. If you are 
interviewed, the recorded version will be deleted/erased when the research is over. Also, 
all completed surveys will be locked and stored in a safe location. 
When you are taking the survey, you will make up a "code name," so I will not know 
how you responded to each statement or question. 
Voluntary Participation 
You do not have to be in the study. If you agree to be in the study, you can change your 
mind at any time. No one will be mad at you if you don't want to participate or later 
change your mind. 
In order to participate, you need to sign this form and you will need parental permission. 
There is a separate "Informed Consent Form" for your parents/guardians to sign. 
If you don' t want to join this study you can still get all credit for your English and 
History classes. YOU WILL NOT BE PENALIZED IN ANY WAY IF YOU CHOOSE 
NOT TO PARTICIPATE IN ANY PART OF THIS STUDY. 
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Contacts 
If you have questions regarding this research you can contact Mrs. Meaghan Martin. 
Agreement to Participate 
Signing this form means that you agree to participate in the study. You will be given a 
copy of this form if you wish. 
Name of Subject 
Signature of Subject Date 
Printed name of person obtaining consent 
Signature of Person Obtaining Consent Date 
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Informed Consent Form 
Dear Newton South High School Parent/Guardian: 
Greetings! My name is Meaghan McCormick Martin, and I am doctoral student at Boston 
University as well as an English teacher at West Orange High School. I will be carrying 
out a research study this year about global education, and I would like to have your 
permission to allow your child to participate in this study. Many educators are interested 
in how to foster a student's sense of global citizenship, and this study will add to that 
body of literature and hopefully help to create effective global education profams. Even 
though I am an English teach at West Orange High School I teach 9th and 111 grade, so I 
do not teach your child' s English class. 
The study has two components. First, I will give a survey to all 1Oth grade students at 
West Orange at the beginning and end of the academic year. The survey will take 
approximately 15-20 minutes and will be conducted in your child' s English class. The 
surveys will have a number of statements about global citizenship, and your child will 
indicate to what extent he/she agrees or disagrees with the statements. The second part of 
the study includes interviews with various students. If your son/daughter is in the Many 
Global Cultures program or is on the waitlist to be in the MGC program, he or she may 
be randomly selected for an interview. These one-time interviews will take 
approximately 20-25 minutes and will be conducted at West Orange High during a free 
period so as to avoid interrupting classroom-learning time. 
Benefits: The results of this study may be useful to educators across the country 
interested in thinking about how to support their students' development into global 
citizens. 
Risks: The risks associated with participating in this study are minimal. It is unlikely, but 
possible, that students could find challenging or frustrating the process of answering 
questions about global citizenship. Students may skip any question they feel 
uncomfortable answering. 
Confidentiality: Students' information will be kept confidential. Students will not 
identify themselves by name on the surveys, and students will not identify themselves 
during recorded interview. No students' names or identifying information will be 
reported in any published accounts of this research. Any recordings will be 
erased/destroyed at the end of the research process. 
Participation and Withdrawal: It is important to understand that your child does not 
have to participate in this study. Also, if your child does not choose to participate, or if 
you would rather not have him/her participate, there is no penalty-academic or 
otherwise. Also, if your child would like to stop participating, he or she may do so at 
anytime without penalty. If your child does not want take the survey, he or she may 
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simply work on appropriate school work for the 15-20 minutes it takes for his/her 
classmates to complete the survey. Please note that both you and your child must agree 
to participate. Parents/guardians who do not wish for their child to participate in this 
study can contact Meaghan McCormick Martin. 
Boston University: Boston University has a Standing Committee on the Use of Human 
Subjects in Research that has reviewed this study. Students may contact Boston 
University's Human Subjects board at 617-358-6115 to report any problems or 
complaints concerning this study. 
Many thanks for your consideration! 
Sincerely, 
Meaghan McCormick Martin 
Doctoral Candidate- Boston University English Teacher- West Orange High School 
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Boston University 
School of Education 
INFORMED CONSENT FOR NON-MEDICAL RESEARCH 
The Effect of the Many Global Cultures Program on Students' Global Citizenship 
Informed Consent Form for Minors 12-17 
You are being asked to allow your child to participate in a research study on global 
citizenship because your child is a lOth grade student at West Orange High School. I am 
doing this study to learn more about global citizenship. While I am a teacher at West 
Orange High School, this research will be used toward my doctoral degree at Boston 
University. I am also not your child's English teacher this year, so your child's 
participation or lack of participation will in no way affect his or her grade. 
PURPOSE OF THE STUDY 
Many educators are interested in how to foster a student's sense of global citizenship, and 
this study will add to that body of literature and hopefully help to create effective global 
education programs. 
STUDY PROCEDURES 
All students in the 1oth grade at West Orange High School will be asked to complete two 
surveys, one at the beginning of the school year and one at the end. The surveys will 
have a number of statements about global citizenship. Your child will indicate to what 
extent he or she agrees or disagrees with the statements. Each survey will last for 15-20 
minutes and will take place in your child's English class. 
In addition, if your child is participating in the Many Global Cultures Program, or if your 
child is on the Many Global Cultures Program waitlist, he or she may be asked to 
participate in an interview. Twenty students in the MGC program and twenty students on 
the waitlist will be asked to participate in an interview. The interview will ask your child 
~dditional questions regarding what he or she thinks about global citizenship. The 
interview will last about 20-25 minutes and will take place during school hours. While 
the interviews will be recorded, your child's name will not be used or recorded, and the 
tapes will be erased/destroyed at the end of the research process. 
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POTENTIAL RISKS AND DISCOMFORTS 
The risks associated with participating in this study are minimal. It is unlikely, but 
possible, that students could find challenging or frustrating the process of answering 
questions about global citizenship. Students may skip any question they feel 
uncomfortable answering. They will be informed that there is no right or wrong answer 
to any question on the survey or interview portion. 
POTENTIAL BENEFITS TO PARTICIPANTS AND/OR TO SOCIETY 
Your student may not benefit directly from this project. Even though he or she might not 
benefit, if he or she participates in this research it could help others understand more 
about how students' perceive global citizenship and the effectiveness of global education 
on global citizenship. 
PAYMENT/COMPENSATION FOR PARTICIPATION 
The only cost to your child for this research is his or her time. Your child will not be 
paid to participate in this research study. 
CONFIDENTIALITY 
I will do my best to keep the information that your child tells me private. If your child is 
selected to be interviewed I will record our conversation. However, your child can stop 
the recording at any time without any penalty. Also, your child's name will not appear 
on the recording. If he or she is interviewed, the recorded version will be deleted/erased 
when the research is over. Also, all completed surveys will be locked and stored in a 
safe location. Only I will have access to this information. 
When your child is taking the survey, he or she will make up a "code name," so I will not 
know how he or she responded to each statement or question. 
Any identifiable information obtained in connection with this study will remain 
confidential and will be disclosed only with your permission or as required by law. 
The members of the research team, the funding agency and the Boston University 
Institutional Review Board may access the data. Information from this study and study 
records may be reviewed and photocopied by the sponsor, the institution and by 
regulators responsible for research oversight such as the Office of Human Research 
Protections, and the Boston University Institutional Review Board 
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The IRB reviews and monitors research studies to protect the rights and welfare of 
research subjects. 
The data will be stored in a safe, secure file cabinet. The informed consent forms and 
assent forms and surveys will be stored separately. 
If/When the results of the research are published or discussed m conferences, no 
identifiable information will be used. 
PARTICIPATION AND WITHDRAWAL 
Your child does not have to be in the study. If you agree to allow your child to be in the 
study, you can change your mind at any time. Your child may also change his or her 
mind at any time. 
In order to participate, you will need to sign this form, and your child will need to sign an 
"Informed Assent Form." 
If you don't want your child to join this study he/she can still get all credit for his/her 
English and History classes. HE/SHE WILL NOT BE PENALIZED IN ANY WAY IF 
HE/SHE CHOOSES NOT TO PARTICIPATE IN ANY PART OF THIS STUDY. 
HE/SHE MAY CHOOSE TO TERMINATE PARTICIPATION AT ANY TIME. 
ALTERNATIVES TO PARTICIPATION 
If your child chooses not to participate in this study, he or she will simply complete 
appropriate schoolwork while his or her classmates complete the 15-20 minutes surveys. 
INVESTIGATOR'S CONTACT INFORMATION 
If you have any questions or concerns about the research, please feel free to contact 
Meaghan McCormick Martin at Meaghan _ Martin@orange.k 12 .rna. us 
RIGHTS OF RESEARCH PARTICIPANT- IRB CONTACT INFORMATION 
If you have questions, concerns, or complaints about your rights as a research participant 
you may contact the IRB directly at the information provided below. You may obtain 
further information about your rights as a research subject by contacting the Boston 
University Institutional Review Board for Human Subjects Research at 617-358-6115 or 
irb@bu.edu. 
165 
I SIGNATURE OF RESEARCH PARTICIPANT 
I have read the information provided above. I have been given a chance to ask questions. 
My questions have been answered to my satisfaction, and I agree to allow my child to 
participate in this study. I have been given a copy of this form. 
Name ofParticipant 
Signature of Participant's Parent/Guardian Date 
SIGNATURE OF INVESTIGATOR 
I have explained the research to the participant and answered all of his/her questions. I 
believe that he/she understands the information described in this document and freely 
consents to participate. 
Name of Person Obtaining Consent 
Signature of Person Obtaining Consent Date 
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Appendix C: Morais and Ogden Global Citizenship Scale 
Are you currently in a Many Global Cultures class? _____ _ 
Are you currently on the Many Global Cultures Waitlist? _____ _ 
Did you register for Many Global Cultures last year? _____ _ 
Code Name: 
------
Birthday: ____ _ 
Gender: 
----
Age ___ _ 
Curriculum Level for English: _____ and History: ______ _ 
167 
SR. 1.1 I think that most people around the world get what they are entitled to have. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR. 1.2 It is OK if some people in the world have more opportunities than others. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR 1.3 I think that people around the world get the rewards and punishments they deserve. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR 1.4 In times of scarcity, it is sometimes necessary to use force against others to get what 
you need. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR 1.5 The world is generally a fair place. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR 1.6 No one country or group of people should dominate and exploit others in the world. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR2.1 The needs of the worlds' most fragile people are more pressing than my own. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR2.2 I think that many people around the world are poor because they do not work hard 
enough. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR2.3 I respect and am concerned with the rights of all people, globally. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SRJ .1 Developed nations have the obligation to make incomes around the world as 
equitable as possible. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR 3.2 Americans should emulate the more sustainable and equitable behaviors of other 
developed countries. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
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SR3.3 I do not feel responsible for the world's inequities and problems 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
SR 3.4 I think in terms of giving back to the global society. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 1.1 I am confident that I can thrive in any culture or country. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 1.2 I know how to develop a place to help mitigate a global environmental or social problem. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 1.3 I know several ways in which I can make a difference on some of this world's most 
worrisome problems. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 1.4 I am able to get other people to care about global problems that concern me. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 2.1 I unconsciously adapt my behavior and mannerisms when I am interacting with 
people from other cultures. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 2.2 I often adapt my communication style to other people's cultural background. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 2.3 I am able to communicate in different ways with people from different cultures. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 2.4 I am fluent in more than one language. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 2.5 I welcome working with people who have different cultural values from me. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
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GC 2.6 I am able to mediate interactions between people of different cultures by helping 
them understand each other's values and practices. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 3.1 I am informed of current issues that impact international relationships. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 3.2 I feel comfortable expressing my views regarding a pressing global problem in 
front of a group of people 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GC 3 .3 I am able to write an opinion letter to a local media source expressing my concerns 
over global inequalities and issues 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.1 Over the next 6 months, I plan to do volunteer work to help individuals and 
communities abroad. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.2 Over the next 6 months, I will participate in a walk, dance, run, or bike ride in 
support of a global cause. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.3 Over .the next 6 months, I will volunteer my time working to help individuals or 
communities abroad. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.4 Over the next 6 months, I plan to get involved with a global humanitarian 
organization or project. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.5 Over the next 6 months, I plan to help international people who are in difficulty. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.6 Over the next 6 months, I plan to get involved in a program that addresses the 
global environmental crisis. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
170 
GCE 1. 7 Over the next 6 months, I will work informally with a group toward solving a 
global humanitarian problem. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 1.8 Over the next 6 months, I will pay a membership or make a cash donation to 
a global charity. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 2.1 Over the next 6 months I will contact a newspaper or radio to express my 
concerns about global environmental, social, or political problems. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 2.2 Over the next 6 months, I will express my views about international politics on a 
website, blog, or chat room. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 2.3 Over the next 6 months, I will sign an e-mail or written petition seeking to help 
individuals or communities abroad. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 2.4 Over the next 6 months, I will contact or visit someone in government to seek 
public action on global issues and concerns. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 2.5 Over the next 6 months, I will display and/or wear badges/stickers/signs that 
promote a more just and equitable world. 
I . Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 2.6 Over the next 6 months, I will participate in a campus forum, live music, or 
theater performance or other event where young people express their views about 
global problems. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 3.1 If at all possible, I will always buy fair-trade or locally grown products and brands. 
I. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
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GCE 3.2 I will deliberately buy brands and products that are known to be good stewards of 
marginalized people and places. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
GCE 3 .3 I will boycott brands or products that are known to harm marginalized global 
people and places. 
1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4. Disagree 5. Strongly Disagree 
172 
Appendix D: Open Interview Protocol 
I. Introduction. "Hello. As part of my doctorate degree at Boston University's School 
of Education, I am researching global education. I'm very interested in your opinions 
and ideas regarding global education. Some researchers, teachers, and students find 
global education programs helpful and interesting, while others do not. I am very 
interested in hearing what you think about this issue. Your answers are entirely 
confidential, so please be as honest and open as possible. You also have every right to 
stop this interview at any time." 
II. General Information 
Name, age, information about student 
What type of student do you see yourself as? 
Where do you usually get information about the world/different traditions/etc? 
III. Enrollment 
1. Did you register for the Many Global Cultures program? 
2. What did you think the global course would do for you? 
3. What did you expect to read or talk about in the global course? 
IV. Current Class 
1. What English and History classes are you currently in? 
2. Do your English and History classes have anything to do with each other? 
3. Do you know if your English and History teachers talk to each other about 
classes or lessons? Do you think they should? Why/why not? 
4. What books have you read/topics have you been discussing lately in 
English class? In History? 
5. What books/topics do you enjoy studying the most? Why? Do you like to 
read for pleasure? 
6. Do you ever discuss current events in your classes? 
7. Do you think you should? 
8. How do you discuss current events/or how do you think you should discuss 
current events? 
V. "You" and "Global" 
1. What does "global citizenship" mean to you? 
2. How would you define someone as a global citizen? 
3. Do you think someone can be a "global citizen?" Why or why not? 
4. What parts of the world interest you the most? 
5. How do you learn about them? How did you get interested in them? 
6. Do you ever talk about these parts of the world in your history and English 
classes? How? 
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VI. Involvement 
1. Discussion of plans (if any) for travel. 
a. If you could choose any place in the world to visit, where would it 
be? 
b. Why? How did you get interested in this region/country/place? 
2. Discussion of plans (if any) for community service. Service trips outside 
the United States 
a. Are there certain places in the world you'd like to go to for purposes 
other than cite-seeing? Where? Why? 
b. How did you get interested in these areas? 
VII. Conclusion 
1. Anything else you would like me to know about your global or lack-of 
global experience 
2. Thank participant for time and honesty 
3. Ask if I may follow up with him/her 
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Appendix E: Codebook for Interviews and Observations 
CODE DESCRIPTION 
Know People Students express desire to explore various parts of the 
world, not just participate in typical "tourist" events 
Know Media Student express ability to access/gain more information 
about various parts of the world and world events (where 
and how) 
Know Material Students express enjoyment in and appreciation of learning 
about current events or history of various parts of the world. 
Know Continuing Students show/articulate interest in continuation of study of 
globalization, various parts of the world, current events, etc. 
in high school 
Know Interest Students articulate desire to be in MGC to broaden 
knowledge of various cultures and world events/why 
students signed up for MGC program as-
9th grader 
Know Verbalization Students can articulate informed information and opinions 
about parts of the worlds, international current events, and 
globalization 
Action Discussion Students describe discussions of international current 
events, globalization, and/or international politics in classes 
Action Travel Students express interest in traveling abroad to explore 
various parts of the world 
Action Study Abroad Students describe desire to study abroad in college or 
beyond to further understand global issues 
Action Information Students actively seek news about global events on his or 
her own to further understanding/appreciation for global 
ISSUeS 
Action Career Students express desire to major in or accept job in global 
markets or international fields or field involving working 
with people from various cultures 
Linked Program Students express appreciation for combination of English 
and History program to foster complete understanding of 
globalization, current events, interaction of various cultures 
Assignments and Projects Students' description of various homework assignments and 
projects (including specific texts, project days, field trips, . 
etc). 
Political Interests Students' description of political issues in upcoming 
elections that are most interesting/most compelling and why 
Community Component Students ' description of the impact of the "community" 
aspect of MGC program- helpful, burdensome, etc. 
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Curriculum Levels Students ' description of impact/effectiveness of multiple 
levels on understanding of global education 
Civic Engagement Students express desire to or involvement in community 
service organizations that help local and global causes 
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